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ABSTRACT 
 
Ritsa Mallous: Exploration of New Early Childhood and Elementary Teachers’ Efficacy Based 
on Collaborative Conversations of Self-Identified Practice Dilemmas 
(Under the direction of Harriet Able) 
 
The transition from being a preservice teacher education student to a beginning teacher is 
a difficult shift centering on conflicts between new teacher beliefs and values and the reality of 
teaching.   It is during this vital career stage, when new teachers are constructing their sense of 
professional self and beliefs about teaching, that they are most vulnerable and prone to leave the 
teaching profession.   
This study investigated new early childhood and elementary teachers’ efficacy based on 
collaborative conversations of their self-identified practice dilemmas from a new teacher support 
program conducted at a Southeastern University.  This issue is a high priority for teacher 
preparation programs, school districts and new teachers, given that many new teachers feel they 
lack the confidence and competence to be effective teachers, and our educational system is at a 
critically low level of retaining these teachers.  Through the use of new teacher support groups 
modeled after a Critical Friends Group protocol, teacher efficacy is explored in early childhood 
and elementary teachers using Bandura’s Social Cognitive Theory and Rotter’s Locus of Control 
as frameworks.   
Results indicated that several factors affect beginning early childhood and elementary 
teachers’ efficacy.  These include school culture, school policies and procedures, parents, 
students and classroom management, teacher preparation, teacher burnout and staying in the 
teaching profession.  As part of teacher efficacy problem-solving in collaborative conversations, 
 iv 
participants offered empathy, ideas and strategies to resolve dilemmas, and helpful advice, which 
appeared to result in teacher empowerment.  Furthermore, participants’ updates revealed that 
many ‘felt better’ and more confident about their daily practice dilemmas, which seemingly led 
to a higher sense of efficacy. 
Implications suggest teacher preparation programs could play an important role in 
fostering the resiliency and persistence that help novice teachers ensure high levels of teacher 
efficacy and success during their initial years of teaching.  Teacher preparation programs should 
include courses focusing on Bandura’s four sources of efficacy complete with practice teaching 
in challenging settings, so as to prepare teachers for the reality of teaching in diverse areas.  
Additionally, learning communities and support groups like the program seminars can likely be 
an avenue to increase efficacy by engaging a network of like-minded teachers in collaborative 
conversations of challenges they face as beginning teachers.  Exploring new teacher efficacy has 
the potential to inform teacher preparation programs and induction efforts on necessary support 
systems for new early childhood and elementary teachers to improve their ability, confidence, 
practice, and student learning, and ultimately to reduce teacher attrition. 
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CHAPTER 1: INTRODUCTION 
 
A critical issue in education today is how to recruit, retain, develop, and support a high 
quality teaching force prepared for today’s diverse schools.  Research reports that teacher 
attrition is a major issue for the U.S. education system (National Commission on Teaching and 
America’s Future [NCTAF], 2003; Ingersoll & Smith, 2004).  The National Center for Education 
Statistics (2003) reported that across the nation 9.3 percent of public school teachers leave before 
they complete their first year in the classroom.  Additionally, approximately one-third of all 
beginning teachers leave the profession within their first three years of teaching (NCTAF, 2003), 
increasing to around 50 percent after their first five years of teaching (Ingersoll & Smith, 2004; 
NCTAF, 2003).  Unfortunately, turnover among the nation’s teachers rank significantly higher 
than other professions, emphasized further by the alarming number of teachers leaving the 
profession during their first few years of teaching (Ingersoll, 2001). 
 The purpose of this study is to investigate new early childhood and elementary teachers’ 
efficacy using a new model of teacher support.  New/beginning early childhood and elementary 
teachers refer to teachers in grades PreK-5, with one to five years of experience.  Bandura (1997) 
defines perceived self-efficacy as “beliefs in one’s capabilities to organize and execute the 
courses of action required to produce given attainments” (p. 3) or a personal belief that one is 
able to do what it takes (e.g., plan and act) to accomplish a task at a particular level of quality.  
For new teachers, these beliefs are crucial as they are directly related to confidence levels and 
competence in behaviors and teaching abilities.  This affects teaching practices, student 
outcomes, and teacher retention.  New teacher efficacy is a significant topic because the 
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transition from being a preservice teacher education student to a beginning teacher is a difficult 
shift centering on conflicts between new teacher beliefs and values and the reality of teaching.  It 
is during this vital career stage, when new teachers are constructing their sense of professional 
self and beliefs about teaching, that they are most vulnerable and prone to leave the teaching 
profession.   
Thus, beginning teacher support is a high priority for school districts and preservice 
teacher education programs alike.  According to a series of national studies, lack of collegial and 
administrative support, student misbehavior and disinterest, insufficient salary, lack of teacher 
autonomy, lack of professional development opportunities, and inadequate allocation of time all 
contribute to the departure of teachers (Ingersoll, 2003; Kelly, 2004; Luekens, Lyter, & Fox, 
2004; NCES, 2003).  Although many school districts have reputedly high levels of teacher 
attrition, research and wisdom of practice suggest a wide variety of solutions to the problem, 
including induction programs, teacher collaboration initiatives, increased sharing of instructional 
and curricular control with teachers, rewards and recognition programs, support for teachers 
seeking high-quality professional development, efficient management of resources, maintenance 
of attractive and well-organized school environments, and “career ladders” recognizing and 
rewarding excellence (Stotko, Ingram, & Beaty-O’Ferrall, 2007).  Moreover, a study done by 
Perrachione, Rosser, and Petersen (2008) identified intrinsic and extrinsic variables that 
influenced teacher job satisfaction and retention.  It was found that three intrinsic motivators—
personal teaching efficacy, working with students, and job satisfaction—were perceived to 
significantly influence satisfaction and retention, while two extrinsic motivators—low salary and 
role overload—did not have any effect.  The authors concluded that teachers who experienced 
satisfaction at their school and/or satisfaction with the profession of teaching were more likely to 
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remain.  Additionally, university schools of education must collaborate with local school districts 
and welcome them as equal partners in the education of preservice teachers and for continued 
support of inservice teachers.  According to Mihans (2008) effective practices of teacher support 
include administrative and collegial support, creating and supporting mentoring and induction 
programs, positive working conditions, professional development in tune with teacher needs, 
adequate compensation and resources, and autonomy.   
Beginning teachers have also recommended changes in teacher education programs at 
higher education institutions.  According to Marshall & Marshall (2003), those changes have 
included increasing the amount of time education students spend in field-based classroom 
activities while also starting students in field-based activities earlier than their teacher 
preparation program.  In addition, beginning teachers stressed the importance of courses and 
experiences focused on classroom management and working with diverse students and their 
families (Marshall & Marshall, 2003).   
New teachers need extensive support and learning on the job in order to develop and 
enhance their efficacy.  Research documents that new teachers struggle in their first few years in 
the classroom with both environmental and people related issues (Ingersoll, 2003; Kelly, 2004; 
Luekens, Lyter, & Fox, 2004).  These issues often include classroom management, differentiated 
teaching and assessment strategies to accommodate for diverse student learning styles and 
abilities, student motivation, and collaboration with colleagues and parents (Veenman, 1984).  
New teachers’ behaviors and teacher efficacy are strongly influenced and affected by these 
variables.  Too many times teachers begin their first teaching jobs filled with excitement, 
confidence and knowledge, only to have this excitement and confidence shattered when faced 
with a lack of support and the multiple obstacles of teaching.  Studies have shown many new 
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teachers feel they were unprepared to become effective teachers (Hermanowicz, 1966; Benz, 
Bradley, Alderman & Flowers, 1992; Muijs & Reynolds, 2001; Mulholland & Wallace, 2001), 
and this lack of preparation can have significant effects on teacher efficacy, including low 
confidence and uncertainty in teacher abilities.   
Historically, teaching has not had the kind of structured initiation or induction process 
characteristic of many professional occupations.  Although teaching involves intensive 
interactions with youngsters, ironically the work of teachers is largely done in isolation from 
colleagues (Ingersoll & Smith, 2004).  This is especially consequential for new teachers, who are 
often left on their own to succeed or fail, and in which initiation is akin to a “sink or swim” 
experience (Ingersoll & Smith, 2004).  Considering the significance of retaining new teachers 
and improving teacher efficacy, there has been a growth of support, guidance, and orientation 
programs—collectively known as induction—for beginning teachers during the transition into 
their first teaching jobs (Smith & Ingersoll, 2004).  The literature investigating teacher induction 
programs appears to support that such programs help retain new teachers (Smith & Ingersoll, 
2004).  Although the overall goal of these support programs is to improve the performance and 
retention of beginning teachers, with the ultimate aim of improving the growth and learning of 
students (Ingersoll & Strong, 2011), other objectives of these programs include teacher 
socialization, adjustment, development, and assessment (Ingersoll & Strong, 2011).  Thus, linked 
to these goals and objectives, teacher induction programs have the potential to improve teacher 
efficacy.  
This study focuses on new early childhood and elementary teachers’ efficacy based on 
collaborative conversations of their self-identified practice dilemmas from a new teacher support 
program conducted at a Southeastern University.  Teacher efficacy is a high priority for teacher 
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preparation programs, school districts and new teachers, given that many new teachers feel they 
lack the confidence and competence to be effective teachers, and the U.S. education system is at 
a critically low level of retaining teachers.  Through the use of new teacher support groups 
modeled after a Critical Friends Group (CFG) protocol, teacher efficacy is explored in early 
childhood and elementary teachers.  Exploring new teacher efficacy has the potential to inform 
teacher preparation programs and induction efforts on necessary support systems for new early 
childhood and elementary teachers to improve their ability, confidence, practice, and student 
learning, and ultimately to reduce teacher attrition. 
 The purpose of this study is to explore new early childhood and elementary teachers’ 
efficacy based on collaborative conversations of their self-identified practice dilemmas.  Specific 
research questions guiding this study are: 
1. What are beginning early childhood and elementary teachers’ self-identified dilemmas 
related to their efficacy? 
2. How does problem-solving in teachers’ collaborative conversations reflect teachers’ 
efficacy? 
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CHAPTER 2: REVIEW OF THE LITERATURE 
 Exploring new early childhood and elementary teachers’ efficacy is critical for improving 
teachers’ confidence levels and practice, student outcomes, and teacher retention.  Teachers’ 
perceptions of their own efficacy have great impact on the accomplishment of tasks and related 
goals (Dellinger, Bobbett, Olivier, & Ellett, 2008).  Bandura’s social cognitive theory posits that 
we are motivated to perform an action if we believe the action will have a favorable result 
(outcome expectation) and we are confident we can perform that action successfully (self-
efficacy expectation).  Outcome expectancy is a judgment of the likely consequence such actions 
will produce.  For example, new teachers more likely will implement a reading intervention for 
their struggling readers if they (a) are confident they are able to implement the reading 
intervention successfully (self-efficacy expectation), and (b) believe the intervention will result 
in improved reading skills and higher reading scores (outcome expectation).  Moreover, 
reciprocal causation is evident as implementing the reading intervention results in improved 
reading skills, higher reading scores, and improved efficacy in new teachers.  These higher 
reading scores and improved efficacy, in turn, result in increased implementation of the 
intervention. 
 This review provides background information on early childhood and elementary 
teachers’ efficacy.  First, frameworks related to teacher efficacy are discussed, such as Bandura’s 
Social Cognitive theory and Rotter’s concept of Locus of Control.  These frameworks are 
emphasized since they both guide the present research study with their focus on efficacy.  Under 
Bandura’s theory, his dimensions of efficacy are explained and how they relate to teacher 
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efficacy.  Second, models and strategies that enhance teacher efficacy are discussed.  This 
includes related literature on teaching contexts, support groups and learning communities given 
the importance of these models for new teachers to enhance their efficacy and the current study’s 
methodology.  Third, relevant literature on teacher efficacy concerning preservice teachers and 
inservice teachers at the beginning teacher stage is thoroughly discussed.  
 Using the terminology and definitions of Cantrell et al. (2003) and Dellinger et al. (2008), 
which are derived from Bandura’s theory, the researcher uses the terms teacher efficacy, 
personal teaching efficacy, and general teaching efficacy throughout her paper.  Teacher efficacy 
is the umbrella term that encompasses both personal teaching efficacy and general teaching 
efficacy.  Personal teaching efficacy is defined as a teacher’s individual beliefs in his or her 
capabilities to perform specific teaching tasks at a specified level of quality in a specified 
situation.  This includes perceived confidence in his or her abilities as a teacher.  General 
teaching efficacy is the belief that student learning can or cannot be influenced by effective 
teaching, or the extent to which the teacher believes he or she has the capacity to affect student 
performance. 
Frameworks of Social Learning and Efficacy 
 Although there are various theories and frameworks of social learning, the researcher 
chose to focus on Bandura’s Social Cognitive theory and Rotter’s Locus of Control since they 
focus specifically on efficacy and can be easily applied to teacher efficacy.  Much of the current 
literature on personal and general teaching efficacy uses Bandura’s theory as a framework; 
however Rotter’s Locus of Control has also been emphasized in studies of efficacy.   
Rotter’s Locus of Control.  Locus of control (Rotter, 1966) refers to the extent to which 
people believe they have power over events in their lives.  A person with an internal locus of 
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control believes he or she can influence events and their outcomes, and is therefore guided by his 
or her personal decisions and efforts.  Someone with an external locus of control believes his or 
her behavior is guided by external circumstances, such as fate or luck, and therefore blames 
outside forces.  Rotter’s view was such that behavior was largely guided by “reinforcements” 
(rewards and punishments) and through these contingencies individuals come to hold beliefs 
about what causes their actions.  These beliefs, in turn, guide the kinds of attitudes and behaviors 
people assume.  Thus, teachers’ beliefs about the challenges they face in their schools and 
classrooms can reflect either an internal or external locus of control.  For example, teachers who 
feel they are responsible for and can control disruptive behavior in the classroom have an 
internal locus of control (teacher controls), whereas teachers who feel that parents are to blame 
for bad behavior and therefore have no control over this have an external locus of control 
(teacher cannot control).  
Bandura’s Social Cognitive theory.  Social cognitive theory revolves around the 
process of knowledge acquisition or learning directly correlated to the observation of models, or 
the behaviors of others.  Effective modeling teaches general rules and strategies for dealing with 
different situations.  Social cognitive theory explains how people acquire and maintain certain 
behavioral patterns, while also providing the basis for intervention strategies (Bandura, 1997).  
According to social cognitive theory, the learner acquires knowledge as his or her environment 
converges with personal characteristics and personal experience.  In other words, personal 
factors and the environment influence behaviors, while the environment is impacted by 
behaviors and personal factors, and personal factors are impacted by behaviors and the 
environment (Dellinger et al., 2008).  For example, with newly inducted teachers, teacher 
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efficacy beliefs influence teaching behaviors and practice, which, in turn, impact student 
learning.  Additionally, student learning impacts teacher efficacy and teacher practice.   
Effective functioning, however, requires more than the acquisition of knowledge and 
skills and a level of competence (Bandura, 1986, 1993).  The acquisition of knowledge, skills, 
and competence are inadequate predictors of future behavior and action (Pajares, 1996).  
Bandura believed that the development of a strong sense of efficacy was required to put the 
acquired skills to use (Evans, 1989).  Knowledge and action is mediated by a person’s belief in 
their abilities to put the skills to use (Bandura, 1977, 1986).  Therefore, inherent to social 
cognitive theory is the notion of self-efficacy, in which people measure their own value by their 
competence, agency, and ability to promote change (Bandura, 2001).  Learning is a function of 
the extent to which individuals are able to reflect upon and internalize their own successes and 
failures.  Self-efficacy is achieved when the learner identifies his or her ability to perform a 
specific task in a specific situation.  Self-efficacy beliefs are a dynamic personal factor that 
Bandura (1997) states are critical to human agency or our ability to act.   
 Bandura’s dimensions of efficacy.  Bandura (1997) identified two dimensions of 
efficacy: self-efficacy and outcome expectancy.  Self-efficacy is a future-oriented belief about 
the level of competence a person expects to display in a given situation.  When applied to 
teaching, this self-efficacy factor is generally known as personal teaching efficacy (Cantrell, 
Young, & Moore, 2003).  Teachers with a high level of personal teaching efficacy have 
confidence that they have adequate training or experience to develop strategies for overcoming 
obstacles to student learning.  Such teachers will expend great effort to reach goals, will persist 
longer in the face of adversity, and rebound from temporary setbacks to a greater degree than 
teachers with low personal teaching efficacy (Bandura, 1997). 
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Outcome expectancy is the notion that an intention to undertake some action is based on 
the expected success of that action.  When applied to teaching, this factor is most often called 
general teaching efficacy, and it extends beyond an individual teacher’s view of his or her own 
capabilities to a view of teachers in general (Cantrell et al., 2003).  Teachers with low general 
teaching efficacy may believe a teacher really cannot do much about a student’s motivation and 
performance because of the influence of other factors, such as home environment.  When both 
personal teaching efficacy and general teaching efficacy are applied to teaching, it can be said 
that “…teachers who believe student learning can be influenced by effective teaching (general 
teaching efficacy) and who also have confidence in their own teaching abilities (personal 
teaching efficacy) should persist longer, provide a greater academic focus in the classroom, and 
exhibit different types of feedback than teachers who have lower expectations concerning their 
ability to influence student learning” (Gibson & Dembo, 1984, p. 570).   
According to Bandura (1997), self-efficacy and outcome expectations are shaped by four 
sources of information: (a) Mastery experiences, (b) Vicarious experiences, (c) Verbal 
persuasion, and (d) Physiological and affective states.  The first provides the greatest opportunity 
to develop efficacy because performance accomplishment derives from personal practical 
experience.  Teachers’ efficacy is influenced by mastery experiences which include the act of 
teaching itself.  Vicarious experience involves a person observing another’s performance and 
gaining confidence from this in a manner of craft apprenticeship.  This can be seen in teaching 
internships with the relationships between preservice teachers and their cooperating teachers.  
Additionally, the interactions and relationships between newly inducted teachers and 
experienced mentor teachers have the potential to positively impact new teachers’ efficacy.  
These interactions can also influence teacher confidence either positively or negatively through 
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verbal persuasion.  Emotional arousal, or the stress of performance, relays emotive information 
which can affect efficacy.  In teaching, it can be said that both personal and general teaching 
efficacy affect and are affected by personal teaching experiences, internships, observations of 
and collaborations with other teachers, and the state of teachers’ emotions while teaching (e.g., 
energized, stressed).  Bandura (1997) states the evidence across studies is consistent in showing 
that perceived self-efficacy contributes significantly to the level of motivation teachers have and 
their performance accomplishments.   
 Teacher efficacy.  Efficacy expectations focus on beliefs of whether behaviors can be 
performed.  Many inquiries into the efficacy beliefs of teachers have focused on their perceived 
confidence to be instructionally effective (Gibson & Dembo, 1984), manage effective learning 
environments (Woolfolk, Rosoff, & Hoy, 1990) and influence student learning (Ashton & Webb, 
1986).  In the context of schools, personal teaching efficacy can be defined as a teacher’s 
individual beliefs in their capabilities to perform specific teaching tasks at a specified level of 
quality in a specified situation (Dellinger et al., 2008).  Efficacy beliefs are task and situation 
specific; thus, efficacy beliefs are not believed to be a trait of an individual (Bandura, 1997; 
Maddux, 1999), but rather an active and learned system of beliefs held in context.  As a result, 
efficacy beliefs vary in strength, level and generality (Dellinger et al., 2008).  Strength refers to 
the intensity of a person’s belief in their ability to do a certain task.  Efficacy beliefs may vary by 
level or by the perceived degree of difficulty of tasks.  Generality is the degree to which efficacy 
beliefs about one task may generalize across a range of similar activities in the same or other 
domains of functioning.  For example, new teachers may strongly believe they are fully prepared 
to work with English as a Second Language (ESL) learners since their courses and experiences 
in their teacher preparation programs gave them the knowledge and skills to work with these 
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learners.  However, once they begin working with ESL learners, they suddenly do not feel they 
are fully prepared to teach this population, possibly because they lack needed support systems or 
they do not feel they received adequate education.  This can result in a lack of confidence in their 
abilities as teachers, or low teacher efficacy. 
Self-efficacy is expressed in everyday terms when we talk about feeling confident to do 
something (Bleicher, 2007).  Thus, teachers who have high personal teaching efficacy 
expectations will express they are confident in their own abilities to teach.  These teachers 
believe they are competent enough to develop strategies for overcoming obstacles to student 
learning.  Such teachers will expend great effort to reach goals, will persist longer in the face of 
adversity, and rebound from temporary setbacks to a greater degree than teachers with low 
personal teaching efficacy (Bandura, 1997).  However, regardless of their confidence in their 
own abilities, there is not always an equal confidence in how well students will achieve in their 
learning.  Thus, Bandura’s second construct of outcome expectation is critical to understanding 
the whole act of teaching.  Outcome expectations are based on whether behaviors will result in 
certain outcomes (Bandura, 1997).  Bandura (1997) states that, “the outcomes people anticipate 
depend largely on their judgments of how well they will be able to perform in given situations” 
(pp. 21–22).  When applied to teaching, outcome expectation is known as general teaching 
efficacy.  Berman, McLaughlin, Bass, Pauly, and Zellman (1997) define general teaching 
efficacy as “the extent to which the teacher believes he or she has the capacity to affect student 
performance” (p. 4).  Student performance is an outcome of teaching behaviors, and learning 
behaviors of students.  Even so, general teaching efficacy by itself overlooks the unique role 
played by teachers’ beliefs in their abilities to perform the wide variety of teaching tasks required 
in various teaching and learning contexts (Bleicher, 2007).  General teaching efficacy is focused 
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on effective teaching and how student performance is affected; a possible outcome of successful 
teaching behaviors and student characteristics and behaviors.  Therefore, general teaching 
efficacy and personal teaching efficacy work together to produce the outcome of a teacher’s 
actions. 
 Teacher efficacy can be enhanced through success and reflection about thinking and 
behavior, or reduced through repeated failures (Fry, 2009).  Teacher efficacy has been used in 
educational research as a means of examining teacher success.  Tschannen-Moran and Hoy 
(2001) identified teacher efficacy as a variable that influences teachers’ persistence and 
instructional behavior, student achievement, and teachers’ beliefs that they can help the most 
unmotivated student learn.  They indicated that teacher efficacy consists of three measurable 
factors: (a) efficacy in student engagement, (b) instructional strategies, and (c) classroom 
management. Yost (2006) explained that “resilient teachers can think deeply, problem-solve, and 
feel confident in their ability to meet the needs of their students.  This leads to high levels of 
efficacy, which in turn leads to greater persistence and risk-taking” (p. 74).  According to Chang 
(2009), studies during the last 40 years (e.g., Hermanowicz, 1966; Benz, Bradley, Alderman, & 
Flowers, 1992; Muijs & Reynolds, 2001; Mulholland & Wallace, 2001) indicated teachers have 
frequently revealed their teacher training did not prepare them to be effective teachers.  This lack 
of training could have generated beginning teachers with low levels of efficacy who lacked 
confidence in their capabilities and were uncertain about their future teaching tasks.  As such, 
teacher preparation programs play an important role in fostering the resiliency and persistence 
that help novice teachers ensure high levels of efficacy and success during their initial years of 
teaching.  The following research provides information regarding teaching models and strategies 
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that can enhance teacher efficacy.  In addition, information regarding how teaching contexts can 
affect teacher efficacy is also included.  
Models and Strategies to Enhance Teacher Efficacy  
Too often novice teachers feel unprepared to teach in the diverse school settings readily 
found in the U.S. today.  They begin their teaching careers lacking the confidence and support 
required to become effective teachers.  Teacher preparation and induction programs are vital in 
promoting high teacher efficacy in order for teachers to feel competent and confident in their 
abilities, and have the necessary support systems to stay in the teaching profession.  Universities 
and school districts must collaborate to provide teacher preparation programs that produce 
knowledgeable, motivated, and confident teachers and effective induction programs for new 
teachers to include learning communities and support groups for professional development.  
These learning communities and support groups provide a safe community where teachers can 
share and reflect on their teaching to improve practice and heighten teacher efficacy.   
 Learning communities and support groups.  Recently there has been an increase in 
professional development that includes learning communities and support groups.  These refer to 
collaborative systems or networks of people sharing a common interest for the purposes of 
support and reflection for improved practice.  In teaching, professional learning communities are 
strong when teachers demonstrate shared norms and values, collaboration, and reflective 
dialogue.  Learning communities and support groups can likely be an avenue to increase personal 
and general teaching efficacy by engaging in what Florio-Ruane and Clark (1993) describe as 
“authentic conversation.”  This face-to-face conversation is conducted in an atmosphere of 
safety, trust and care between people who share a common ground and to whom it is clear that 
everyone in the conversation from the least to the most experienced has something to offer and 
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something to learn (Florio-Ruane & Clark, 1993).  Authentic conversation is not defensive or 
slanted by fear of negative consequences regarding what was said.  These conversations are 
satisfying both as ends in themselves and as means to professional development by, for example, 
problem-solving.  The potential exists for these sorts of collaborations to positively impact 
teachers’ efficacy. 
 According to the Alabama State Department of Education (2010), the Continuum of 
Communication includes five levels: (a) monologue, (b) polite conversation, (c) discussion, (d) 
collaborative conversations, and (e) dialogue.  Monologue can be described as one-way 
communication with one person dominating, where the person rarely yields to questions or 
comments and does not invite discussion (ASDE, 2010).  Polite conversation can be described as 
two-way communication, where people are polite and courteous to one another, and 
conversations are usually surface rather than authentic.  Discussion involves breaking down 
ideas as participants tend to listen, in discussion, with their own ideas in mind (ASDE, 2010).   
 The last two levels—collaborative conversation and dialogue—require skillful 
conversation that includes effort, intention, and focus without judgment or lack of listening.  
Both collaborative conversations and dialogue are productive; however there is a slight 
distinction between the two (ASDE, 2010).  Dialogue, as described by Bohm (1996), is not about 
a particular topic, and there is no leader or agenda.  The purpose of dialogue is the exchange of 
ideas.  All of the skills of collaborative conversation are used in dialogue; it requires intention, 
listening, and the setting aside of assumptions and judgments.  However, collaborative 
conversations have more of a purpose than dialogue.  Collaborative conversation is two-way 
communication which is recognized by the presence of norms that are intentionally used by all 
participants (ASDE, 2010).  Normative patterns of conversation include respect for diverse 
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points of view, equity of response opportunities, and listening to understand others (ASDE, 
2010).  As participants listen to understand others they refrain from judgment and ask questions 
to clarify their own understanding.  The skills of collaborative conversations include establishing 
and practicing norms, listening effectively and attentively, questioning for reflection, clarity, and 
inquiry, and identifying and uncovering personal and others’ assumptions (ASDE, 2010).   
The role of collaborative conversation to meet the goals of increased support and 
professional development has been studied in several contexts.  For example, in her article, Rust 
(1998) investigated small groups that were formed voluntarily by teachers and teacher educators 
to examine issues of professional development associated with preservice and inservice teacher 
education.  These groups were developed by teachers and researchers who were participants in 
the Sustainable Teacher Learning and Research Network Project, a network of ten distinct 
Professional Development and Inquiry Groups in the United States, Canada, and Israel.  The 
groups met regularly to pose and pursue teaching problems and issues and to provide intellectual 
and moral support to one another.  Fundamental to the project was the idea that teachers, by 
actively working together to frame and solve education-related problems, could create their own 
powerful opportunities for learning (Cochran-Smith & Lytle, 1992; Fullan, 1991; Lieberman, 
1995) by using conversation rather than a transmission-oriented approach to professional 
education.  As young teachers have been tracked through their beginning years of their careers, 
Rust and Orland (2001) have suggested that authentic conversation is essential in the continuing 
professional development and growth of teachers.  These conversations have the potential to 
improve teacher efficacy.  
A Critical Friends Group model (National School Reform Faculty [NSRF], 2000) is 
another example of a learning community that supports teacher efficacy.  Designed to build 
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collaboration with colleagues through the use of conversation, this arrangement purports to 
develop supportive environments for teachers while they develop and improve their teaching 
strategies, and thus, enhance their efficacy.  A CFG is a professional learning community 
consisting of a small group of educators who come together and are committed to improving 
their practice through collaborative learning.  Critical Friends Groups are designed to create a 
professional learning community, make teaching practice explicit and public by “talking about 
teaching,” help people involved in schools to work collaboratively in reflective communities 
(Bambino, 2002), and establish a foundation for sustained professional development based on a 
spirit of inquiry (Silva, 2002).  Furthermore, CFGs provide a context for teachers to build 
relationships with peers, so thoughts and beliefs about teaching and learning can help educators 
improve their teaching and learning.  Moreover, it has been shown that participating in a Critical 
Friends Group is more satisfying when compared to other kinds of professional development for 
several reasons: it is focused on teachers’ own teaching and their own students’ learning, it takes 
place in a small group of supportive and trusted similar colleagues, and participants have control 
over their own professional learning needs (NSRF, 2000). 
All new teacher support program seminars referred to in this study were based on Critical 
Friends Groups, which provided the forum for the newly inducted teachers in this study to 
engage in collaborative conversations of their practice dilemmas.  The program seminars brought 
together new teacher graduates to discuss the kinds of challenges they face in the classroom, and 
to problem-solve issues of concern in a CFG format.  The benefits of a CFG include improving 
collaboration through participation and increased reflection of one’s profession (Franzak, 2002).  
It was felt that collaborative conversations in these types of groups would engage participants as 
part of a community of learners where everyone was valued and respected, and all dilemmas 
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were seen as equally important.  Additionally, these conversations and groups could yield critical 
information as participants shared dilemmas and became more comfortable with each other—
listening to each other without judgment and partaking in problem-solving strategies of 
dilemmas.  Also, these types of groups would be an avenue for sustained professional 
development throughout the years of the project.  As part of collaborative conversations and 
Critical Friends Groups, focusing on practice dilemmas was important for several reasons.  First, 
it gave participants a chance to have a voice and know that they are not alone when it came to 
dilemmas in teaching; hence, a possible avenue to improving confidence and teacher efficacy.  
Also, it gave participants a way to come together as a community of teachers to support each 
other and problem-solve dilemmas.  Furthermore, it gave participants a chance to reflect on 
themselves as educators and, thus, improve upon their teaching practices, which could improve 
student outcomes.  Lastly, it was a chance to review and improve the University’s teacher 
education programs—mainly to determine what preservice teachers need in terms of courses and 
experiences to allow them to be confident and successful educators.   
Similar to collaborative conversations used in Critical Friends Groups, Stanulis, Fallona, 
and Pearson (2002) explored the kinds of challenges novice teachers face in sustaining a 
classroom environment and how they work through these challenges within the context of a 
teacher support group.  The ways in which experienced teacher educators could help novice 
teachers make the transition to teacher was examined using the theoretical framework of 
communities of practice (Maynard, 2000).  Findings showed that each participant struggled with 
three predominant issues during their first year of teaching: (a) induction into the isolation of 
teaching, (b) interest in NOT abandoning university teacher preparation, and (c) need to learn 
from mentoring.  The authors concluded beginning teachers must be provided with greater levels 
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of mentoring support from peers in schools and from university teacher educators.  
Comparatively, a study by Thies-Sprinthall and Gerler (1990) on the impact of support groups on 
beginning teachers showed that these teachers experienced an increase in the amount and depth 
of reflection on personal and best practices, a shift from egocentric to student-centered concerns, 
and that norms of collaboration were established beyond the support groups themselves.  
Hines, Murphy, Pezone, Singer, and Stacki (2003) proposed a model for university 
involvement in teacher education which focused on supporting new teachers through the 
development of independent New Teacher Networks (NTN), or learning communities.  These 
NTN included beginning teachers and university faculty from School of Education programs at 
Hofstra University.  The key components of this learning community included multi-layered 
mentoring, collaborative teams and partnerships, and professional involvement.  In a supportive 
atmosphere, network members developed their “knowledge-of-practice” (Cochran-Smith & 
Lytle, 1999) as they examined their classrooms and shared views about controversial issues 
affecting local communities and education.  Hines et al. (2003) concluded that the model 
recognized the significance of teacher learning, the creation of teacher knowledge, and the 
situational and social nature of cognition.  Additionally, the model acknowledged the importance 
of discourse communities in shaping learning experiences that were powerful enough to 
transform a teacher’s classroom practice.  Furthermore, members reported that involvement 
supported their ability to teach in troubled minority schools and helped them to overcome their 
inexperience and sense of isolation. 
 Also using the framework of learning communities, Flores, Hernandez, Garcia, and 
Trevino (2011) explored the effectiveness of an induction program in Texas using a case study 
approach.  The Teacher Academy Induction Learning Community (TAILC) assisted participants 
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through a continuum of learning to teach which began with teacher preparation, progressed 
through induction, and continued with professional development (Feiman-Nemser, 2001).  
Within these communities of practice, induction mentors guided teacher candidates through their 
zones of proximal development (Vygotsky, 1978) in the acquisition of skills and the 
internalization of knowledge (Lave & Wenger, 1991) as they transitioned to the teaching 
profession.  It was concluded that effective teacher induction support assists new teachers 
through their zones of proximal development in becoming members of a community of practice. 
This, in turn, provides opportunities for learning, reflection, and transformation that will 
ultimately prepare teachers who are culturally competent, possess strong teacher efficacy, and 
demonstrate sociocultural consciousness (Flores, Clark, Claeys, & Villarreal, 2007).  Meyer 
(2002) further confirmed that novice teachers could benefit from belonging to a learning 
community in his study of the STEP+ learning community in California.  STEP+ served as a 
solution to the isolation participants reported feeling in their schools.  By participating, teachers 
felt a sense of community, they had a voice, and they were supported as they engaged in 
constructive conversations.  This included tackling dilemmas of practice, discussing classroom 
teaching, and reflecting on experiences.  These learning communities have the potential to 
improve teacher efficacy as they engage teachers in a supportive environment where teachers 
feel comfortable and that they are heard.  These communities can also assist new teachers in their 
transitions to the reality of teaching in diverse contexts. 
 Teaching context.  Teachers need to be prepared for the various contexts they can 
encounter—whether they are middle-class suburban schools or inner-city schools.  Many early 
studies of school contexts and teacher efficacy describe the difficulties and uncertainties that 
teachers and student teachers experience (Lantz, 1964; Fuller, 1969).  However, these studies 
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were typically conducted in middle-class suburban environments (Pilard, 1992).  Even so, the 
ordeals of the student teacher and teachers in these types of environments are typically seen in 
other contexts, such as inner-city schools.  Ordeals that teachers encounter in these multiple 
contexts include developing self-confidence, being overwhelmed by feelings of inadequacy and 
circumstances, and interpersonal conflicts.  In a study done by Rushton (2000) of student 
teachers interning in inner-city schools, it was found that the results were mostly consistent with 
previous studies carried out in middle-class suburban schools.  However, there were also 
important differences.  For instance, although early research found that the experience of student 
teaching in schools led to anxiety, self-doubt, and personal change, there was also a degree of 
purpose and determination not described in previous research.  Rushton’s study disconfirmed the 
earlier finding (Lantz, 1964) that interns need to be placed in nonthreatening classrooms to foster 
the development of their efficacy.  He found that the intensity of practice teaching in inner-city 
schools actually accelerated the development of teacher efficacy.  
 Haberman (1995) argued that teachers should practice teaching in the most challenging 
conditions, not the most ideal conditions, so that novice teachers will then be prepared to teach in 
both the suburbs and the inner-city.  Teachers in inner-city schools can be faced with many 
cultural problems such as drug and alcohol abuse, crime and violence, so it is important for 
teachers to understand the economic, social, and political factors that maintain these problems 
(Kozol, 1992).  Hence, teacher preparation programs should include a strong multicultural 
program complete with practice teaching in diverse settings, so as to determine how those 
diverse settings affect the efficacy beliefs of student teachers.  
 Teacher efficacy is essential to understand at both the preservice and inservice levels 
given the need to prepare, support, and retain high quality teachers that display the confidence 
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and abilities to successfully teach in today’s schools.  The focus of the current study is to 
examine teacher efficacy as it pertains to new early childhood and elementary teachers.  The 
following studies portray a synthesis of early childhood and elementary efficacy using Bandura’s 
four sources of information that shape efficacy. 
Examining Preservice Teacher Efficacy  
 The literature on preservice teacher efficacy can provide valuable information on teacher 
preparation programs, and preservice teachers’ confidence and competence in their own teaching 
abilities.  This has the potential to ensure that all preservice teachers have enough confidence in 
their teacher training and experiences to feel prepared to teach in their own classrooms.  The 
following sections depict studies in preservice early childhood and elementary teacher efficacy 
as it relates to course content areas, field experiences, and teaching contexts using Bandura’s 
four modes.      
 Mastery and vicarious experiences in course content areas and field experiences.  
Bleicher (2007) aimed to examine changes in personal science teaching self-efficacy (PSTE), 
outcome expectancy (STOE), and science conceptual understanding in preservice teachers after 
participation in an innovative science methods course.  Seventy preservice elementary teachers 
participated in this study.  The course focused on supporting conceptual understanding in the 
area of earth science by immersing preservice teachers in engaging hands- and minds-on 
activities.  Changes in preservice teachers’ science conceptual understandings and teacher 
efficacy were measured by a series of science tests and the Enochs and Riggs (1990) Science 
Teaching Efficacy Belief Instrument (STEBI-B) before and after participation in the study.  
Bleicher (2007) found that PSTE, STOE, and science conceptual understanding increased 
significantly during participation in the course due to the hands- and minds-on activities.  The 
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author concluded that novice learners need extensive guidance with understanding and 
employing core science concepts, and the relationship between science learning confidence and 
science teaching confidence needs to be studied further.  Furthermore, the author believed that 
science content knowledge and personal teaching efficacy should be highlighted in preservice 
teacher education (Bleicher, 2007).  Also looking at personal science teaching efficacy, Gunning 
and Mensah (2010) examined the personal teaching efficacy of one preservice elementary school 
teacher during and after her participation in Science in Childhood Education—a 16-week, 
elementary preservice science methods course.  During the course, student teachers were 
engaged in discussions that challenged their incoming conceptions of science teaching, and 
presented with activities and materials to help them develop new knowledge and attitudes about 
science and science teaching.  Moreover, students developed their own learning and personal 
teaching efficacy through their prior and current experiences, done within a sociocultural 
context.  The study suggested that the types of experiences offered within the course, through 
course assignments and the classroom environment, were valuable for preservice elementary 
teacher’s learning to teach science and for increasing their personal teaching efficacy.  
Implications included teacher education experiences for preservice elementary science teachers 
that include elements of Bandura’s (1997) four modes, constructed through course assignments 
within a mentoring and nurturing environment.  Cantrell et al. (2003), in their study of preservice 
elementary science teachers, agreed that teacher education courses in particular need to focus on 
Bandura’s four strategies for increasing efficacy.  They suggested teacher preparation programs 
need to: (a) Provide early field experiences for preservice teachers; (b) Survey preservice 
teachers about their high school science experiences and offer opportunities for preservice 
teachers to assist with extra-curricular science experiences in local school districts; (c) Provide 
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many opportunities for mastery experiences in teaching science; and (d) Develop a community 
of learners within methods classes which provides a safe climate for risk-taking and ample 
opportunities for vicarious experience, positive physiological and emotional arousal, and social 
persuasion.  
Bursal (2009) investigated Turkish preservice elementary teachers’ personal mathematics 
teaching efficacy (PMTE) and personal science teaching efficacy (PSTE) beliefs at the end of 
their teacher education program.  The sample consisted of 127 Turkish preservice elementary 
teachers from a central-Anatolian Turkish university.  Measurement instruments included the 
STEBI-B and the Mathematics Teaching Efficacy Belief Instrument (MTEBI-B).  Results 
showed that a majority of the participants believed they were well prepared to teach both 
elementary mathematics and science, but their PSTE scores were significantly lower than their 
PMTE scores.  Turkish female preservice elementary teachers were found to have slightly higher 
PMTE and PSTE scores than their male peers.  Additionally, participants with 
mathematics/science high school majors were found to have significantly higher PMTE and 
PSTE scores than those with other high school majors.  Furthermore, Newton, Evans, Leonard, 
and Eastburn (2012), in their study which examined the relationship between mathematics 
content knowledge and teacher efficacy of preservice teachers during an elementary mathematics 
methods course, showed that a positive moderate relationship between content knowledge and 
personal teaching efficacy was found.  No relationship was found between content knowledge 
and outcome expectancy.  The authors suggested that preservice teachers with different levels of 
content knowledge may attend to different sources of information when making efficacy 
judgments about teaching.  These findings are consistent with Cantrell et al. (2003); however the 
former authors extend their findings from science to mathematics. 
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Haverback and Parault (2011) investigated the differential impact of two field 
experiences, tutoring (mastery) and observing (vicarious), on preservice teachers’ personal 
reading teaching efficacy and content knowledge.  The participants were 86 university students 
randomly assigned to each group.  All of the participants were enrolled in a semester long 
language development and reading acquisition course.  Participants completed an adapted 
reading version of The Teacher Sense of Efficacy Scale (TSES).  In addition, scores on students’ 
in-class final exams were used as an assessment of students’ reading content knowledge, and 
participant interviews were conducted to assess the impact the tutoring or observing field 
experiences had on any changes that were reported in their scores.  Results showed that both 
groups reported growth in personal reading teaching efficacy and content knowledge, and mean 
score differences showed the observers changed more in their reading efficacy than the tutors.  
Moreover, Haverback and Parault (2008) conducted a review that explored the research on field 
experiences and tutoring as well as the role these different experiences may play in preservice 
teacher efficacy and knowledge of teaching reading.  Overall, researchers found that field 
experiences have varying effects on efficacy; however, tutoring field experiences in particular 
have been found to have a positive impact on preservice teachers’ abilities to teach a particular 
content (e.g., reading).  
Goker (2006) tested whether student teachers trained using a peer coaching training 
program would demonstrate greater improvement on measures of identified instructional skills 
(e.g., using examples and asking questions) and personal teaching efficacy, than those just 
receiving traditional supervisor visits.  Two groups of student teachers (32 in total) from the 
English Language Teaching Department of the European University of Lefke, North Cyprus 
were compared in regard to their (a) personal teaching efficacy, and (b) development of 
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instructional skills.  In the peer coaching experimental group: (a) students received immediate 
feedback related to their teaching from persons in authority and from a peer and (b) post-
conferences were always based on direct observation of instruction.  Data included video- and 
audio-taped lessons and conferences, observations, and surveys.  Results showed statistically 
significant differences in favor of the experimental condition on seven variables measured.  
Teachers found peer coaching was effective in a way where student teachers reported a sense of 
freedom to ask questions and express their own opinions, and an increase in effectiveness of 
instructional skills and self-confidence due to consistent feedback.  Peer coaching provided 
student teachers with more time to negotiate strategies than traditional supervision, and promoted 
autonomy and self-directed learning, which helped these teachers feel less anxious and more 
confident when interacting with peers during discussions.  The findings of this study suggested 
that peer coaching may play a crucial role in improving the teaching performance of these 
trainees, and can be a vehicle to develop personal teaching efficacy.  The author concurred with 
previous research that found experiential activities, such as teaching practica or other mastery 
experiences, seem to have a greater impact on preservice teacher efficacy (Hoy & Woolfolk, 
1990). 
These studies indicate there are positive relationships between content and teaching 
knowledge, and teacher efficacy.  Thus, there is a need for teacher education programs to focus 
on Bandura’s (1997) four constructs of self-efficacy, mainly mastery and vicarious experiences, 
in all course content areas, and to provide courses that emphasize content and teaching 
knowledge.  Furthermore, field experiences offered in conjunction with methods courses are 
valuable for preservice early childhood and elementary teachers’ learning to teach and to 
increase their efficacy.  Mastery and vicarious experiences in particular, such as teaching 
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internships, seem to have a greater impact on preservice teacher efficacy.  Considering additional 
factors that influence preservice teacher efficacy, the following section describes studies that 
emphasize teaching contexts and how this relates to teacher efficacy.  
 Vicarious experiences, verbal persuasion, and physiological states in teaching 
contexts.  Rushton (2000), in his qualitative study, described the resolution of five middle-class 
student teachers’ conflict and growth toward efficacy during their year interning in an inner-city 
school.  Interns specializing in urban/multicultural elementary education student taught for a full 
academic year in a Master’s degree program at the University of Tennessee.  This program was 
specifically designed to help student teachers understand the socioeconomic, cultural, and 
political issues that face those who work in inner cities.  Analysis of interviews, written 
reflections, and group discussions revealed a sense of culture shock felt by interns upon entering 
the inner-city schools.  Interview data highlighted a series of conflicts each participant 
experienced.  These included concerns of getting along with their collaborating teachers and their 
students and coping with doubts about their own abilities and values.  However, once they 
moved past the shock of their initial experiences, the participants were able to view their new 
situations and culture from a perspective that was both accepting of the environment and, 
ultimately, empowering of self.  This began with the recognition that both their personal and 
academic backgrounds had left them unprepared for the reality of inner-city schools, and went on 
as they came to accept the contrast between reality and their preconceptions.  Over time, as the 
interns adjusted to the cultural differences and grew to better able cope with them, they reached a 
state of personal teaching efficacy.  Thus, personal teaching efficacy emerged across several 
experiences, and growth in personal teaching efficacy began as the interns attempted to manage 
problems and take risks as their confidence increased (Rushton, 2000).   
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 In their study, Knoblauck and Hoy (2008) investigated student teachers’ efficacy beliefs, 
collective teacher efficacy beliefs, and perceived cooperating teachers’ efficacy beliefs in three 
different school settings.  Collective teacher efficacy had been defined as “the perceptions of 
teachers in a school that the efforts of the faculty as a whole will have a positive effect on 
students” (Goddard, Hoy, & Woolfolk Hoy, 2000).  In terms of cooperating teachers, they 
provided teacher efficacy information for the student teacher in the form of vicarious experience 
and verbal persuasion.  The student teacher beliefs were examined with the focus on context, 
primarily the school setting (i.e., rural, suburban, and urban), to determine whether setting played 
a role in the development of the student teachers’ efficacy beliefs.  The research participants 
included 102 student teachers, and teachers’ sense of efficacy was measured using the TSES, 
Collective Efficacy Scale, and the Perceived Cooperating Teachers’ Efficacy Scale.  Results 
showed that all three setting groups exhibited significant increases in student teachers’ efficacy 
following student teaching.  This was based on survey data collected four times throughout the 
16-week student teaching period.  Additionally, urban student teachers exhibited significantly 
lower perceived collective efficacy.  Moreover, perceived cooperating teachers’ efficacy was 
predictive of and positively related to the student teachers’ post-TSES scores.  
The previous studies reveal that there is a reciprocal causation between teacher efficacy 
and teaching context.  Still, additional studies need to be conducted to explore these various 
teaching contexts.  Much of the literature on preservice teacher efficacy reports that preservice 
teachers, for the most part, have high levels of efficacy upon finishing their teacher preparation 
programs.  However, their confidence levels in themselves and their teaching abilities to 
positively affect student performance drop when placed in their own classrooms.  Therefore, it is 
essential to look at preservice teachers and their beliefs in their teacher preparation programs to 
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readily prepare them for teaching.  Also, this can inform new teachers as to if and in what ways 
their efficacy beliefs change as they transition to their first teaching jobs.  
Examining Inservice Teacher Efficacy 
 Examining inservice teachers’ efficacy has the potential to ensure that all beginning 
teachers have the confidence and support systems needed to be effective teachers and to remain 
in the teaching profession.  The following sections describe studies in beginning early childhood 
and elementary teacher efficacy as it relates to content areas, and teaching contexts and programs 
using Bandura’s four sources of information that shape efficacy.   
 Mastery and vicarious experiences, and verbal persuasion in content areas and 
constructing internal/external factors.  Chang (2009) sought to explore the developmental 
process of and possible changes in beginning elementary mathematics teachers’ efficacy.  
Participants were six beginning elementary mathematics teachers purposefully selected from 
Taichung, Taiwan using a multiple-case study method.  Data was collected through interviews, 
recordings, observations, and reflection notes.  Based on the data analysis, a five-gradation 
developmental model and its characteristics of elementary beginning mathematics teacher 
efficacy was developed and proposed.  Themes regarding teachers’ efficacy development 
included: consequences of instructional decision making (regarding the goals teachers set, efforts 
they made, and persistence while facing learning difficulties), teaching behaviors and 
performances, and physiological and emotional reactions.  This study verified that the construct 
of internal (e.g. teachers’ knowledge of mathematics education) and external factors (e.g. support 
from others) played a significant role in contributing to continuous efficacy development.  
Though all participants attained generally positive changes, they showed differentiated 
developmental processes across gradations, and similarities within gradations, under the 
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influence of both internal and external factors.  Also looking at factors that could affect teacher 
efficacy, Cheung (2008) compared 725 Hong Kong and 575 Shanghai primary school inservice 
teachers on their teacher efficacy.  After administering the Chinese versions of the TSES, the 
Shanghai teachers reported significantly higher efficacy than did the Hong Kong teachers.  
Follow-up questionnaires were then administered to the Shanghai inservice teachers to determine 
what factors contributed to their high teacher efficacy.  Results of the questionnaire showed that 
the three most commonly cited factors for the contribution of teacher efficacy in the Shanghai 
teachers were: (a) respect and confidence placed in them by students and parents, (b) the training 
they received from universities, and (c) the experience they gained from daily teaching practice.   
 Mastery and vicarious experiences in contexts and programs.  Fry (2009), in her 
article, reported the results of a case study about elementary school teachers’ induction 
experiences.  She sought to answer the question, “What makes novice teachers feel successful 
and want to remain in the profession?”  Bandura’s (1977) construct of self-efficacy beliefs was 
used as a lens to examine how personal characteristics and professional experiences either 
contributed to new elementary teachers’ success, increased sense of personal teaching efficacy, 
and desire to remain in the profession, or contributed to their desire to leave teaching.  Four 
beginning teachers participated in this study.  Interviews, emails, teacher journals, and classroom 
observations were used as part of data collection.  Analysis showed that four major themes 
emerged: (a) successful classroom communities, (b) a student-centered approach, (c) overcoming 
obstacles, and (d) lifelong learners who value effective teacher education.  Findings indicated 
only two participants remained in the teaching profession after two years, and these two 
participants were able to enhance their efficacy by essentially creating their own induction 
support, despite teaching in schools that did not provide formal induction programs.  Fry (2009) 
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concluded that teacher educators and K-12 personnel responsible for induction need to 
consistently and effectively provide research-based support to novice teachers, rather than 
leaving to find it on their own.  Looking at a critical component of induction, Yost (2002) sought 
to understand how mentoring as a professional development tool can have a direct effect on 
teacher efficacy.  Yost (2002) studied a mentor program at a small Midwestern university in 
which mentors and mentees were enrolled in mentoring classes in their graduate programs.  
Mentor participants in the study were four veteran elementary educators with teaching 
experience ranging from eight to 17 years.  The mentees were novice teachers in their first year 
of teaching.  The mentors were released full time from their teaching duties for the school year, 
and the new teachers took over the full responsibilities of teaching in the mentors’ classrooms.  
Data collection included interviews, documents, and observations.  Findings showed the mentors 
became more aware of their teaching and of the responsibilities they had to their students, and 
how this encouraged personal learning and growth.  Additionally, mentors commented that 
simply being chosen to serve as mentors provided them with a new professional definition as it 
affirmed their competence as teachers.  Yost (2002) concluded that the mentorship program 
empowered the mentors, helping them to grow in confidence and in their willingness to better 
their district.  In a study of another significant support system, Gebbie, Ceglowski, Taylor, and 
Miels (2012) examined how instructional support to teachers of preschool children with 
disabilities and challenging behaviors affected three teachers’ classroom practices.  Five 
preschool special education teachers in North Carolina participated, however three were included 
in the study.  Participation in the study involved: (a) answering questions related to classroom 
behavior management practices, (b) attending training on behavior management strategies for 
young children, (c) actively implementing at least two strategies presented during the training, 
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and (d) regularly interacting with members of their supportive online learning community for 
four weeks.  Interviews and interactions from an online learning community were used to 
disclose whether the participants had implemented effective intervention strategies in their 
classrooms following the training.  Findings showed the teachers felt more competent in 
managing challenging behaviors after the online interaction with their colleagues, and the 
teachers’ online interactions were a highly effective way to impact teacher efficacy.  Therefore, 
special education preschool programs should consider providing more opportunities for the 
teachers to build their own learning communities to interact and support one another.  
Guo, Justice, Sawyer, and Tompkins (2011) examined how teacher (teaching experience, 
perceptions of teacher collaboration and teacher influence) and classroom (children’s 
engagement) characteristics predicted personal teaching efficacy for 48 preschool teachers in the 
U.S.  Measures included questionnaires of teachers’ sense of personal teaching efficacy and 
perceptions of school community.  In addition, a systematic observation was conducted in each 
classroom to assess the quality of teacher-child interactions, including the level of children’s 
engagement.  Results showed a significant interaction effect between teachers’ perceptions of 
collaboration and children’s engagement in predicting teachers’ reported personal teaching 
efficacy.  Specifically, a higher level of children’s engagement was associated with a higher level 
of personal teaching efficacy when teachers worked in preschools with high levels of staff 
collaboration.  Teacher experience and influence in decision-making were not related to personal 
teaching efficacy.  The authors concluded that as teacher efficacy continues to be a potent 
construct in studies of teachers’ instructional practices, examining the context variables 
associated with teacher efficacy will improve understanding of this construct and its influence on 
teaching and children’s learning process.   
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The results from these previous studies indicate that further studies are required in 
teacher efficacy in specific content areas for inservice teachers.  However, these studies also 
reveal how critical induction programs are for novice teachers.  When induction programs 
consistently and effectively provide support systems for new teachers, these support systems can 
contribute to new early childhood and elementary teachers’ success, empowerment, increased 
sense of teacher efficacy, and desire to remain in the profession.  Learning communities, support 
groups, and mentoring programs are just a few examples of support systems that can have a 
positive impact on teacher efficacy.  Additionally, Guo et al. (2011) believe that a better 
understanding of factors that influence teacher efficacy may be crucial to ensuring the quality of 
teachers.  Moreover, identifying attributes of teachers and classrooms which are linked to teacher 
efficacy will provide valuable information in efforts to develop tailored and innovative 
approaches to increase teacher efficacy.   
Summary 
 Given the disturbing numbers of teachers still leaving the teaching profession within the 
first five years, there has to be a collective effort on the part of universities and school systems to 
provide and maintain effective support systems for new teachers to enhance their personal and 
general teaching efficacy.  These support systems start at the preservice level and extend well 
beyond the first few years of teaching.  Teacher preparation and induction programs have the 
opportunities to assure teachers are competent and confident in themselves and in their teaching 
abilities, and develop and enhance their efficacy.   
 Preservice teachers need to feel assured their teacher training prepares them to fully take 
on the multiple duties they will face as classroom teachers.  This includes providing courses and 
experiences that comprise Bandura’s four modes of efficacy development.  Teaching internships 
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provide preservice teachers the opportunity to develop high teacher efficacy through mastery and 
vicarious experiences, verbal persuasion, and physiological states.  This is done through 
teaching, apprenticeship, and developing relationships with cooperating teachers.  By exposing 
student teachers to a variety of school settings for their field experiences, they will come to 
understand the most rewarding and challenging aspects of diverse teaching contexts and how 
these shape physiological states.  Courses that focus on content knowledge and pedagogy, and 
incorporate authentic experiences are necessary.  Field experiences provide the opportunity for 
student teachers to learn the profession of teaching, reduced anxiety, and develop high teacher 
efficacy.   
 Beginning teachers continue to require support as they face the constant demands and 
challenges of teaching.  Looking at Bandura’s modes of information, teacher efficacy is greatly 
shaped by mastery and vicarious experiences, and verbal persuasion.  Beginning teachers are 
continuously learning and developing their efficacy by actively teaching, participating in support 
groups and/or mentoring experiences, and through communication with colleagues, students, and 
parents.  Learning communities and support groups can provide a safe place where teachers can 
share and reflect on their teaching through the use of collaborative conversations to heighten 
teacher efficacy, which, in turn, will empower teachers, improve practice and student outcomes, 
and reduce teacher attrition.  Teachers should have the opportunity to regularly participate in 
these types of communities, or have the chance to create their own.  Likewise, mentorship 
programs where novice teachers learn through mastery and vicarious experiences from expert 
teachers should be a necessity in induction programs.  These types of support systems can 
provide valuable information as to the factors that influence new early childhood and elementary 
teachers’ efficacy, how these teachers deal with teacher efficacy issues, and the kinds of support 
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these teachers need in their teacher preparation programs and in their classrooms to promote their 
efficacy.  
 The above studies on preservice and inservice teachers’ efficacy demonstrate a lack of 
research on the concerns new early childhood and elementary teachers have regarding their 
efficacy in different contexts and content areas.  Furthermore, additional research is needed 
focusing on specific factors that contribute to teacher efficacy, such as school culture, school 
policies and procedures, parents, students, and teacher preparation.  Therefore, this study 
examines new early childhood and elementary teachers’ efficacy based on collaborative 
conversations of their self-identified practice dilemmas.  Specific research questions guiding this 
study are: 
1. What are beginning early childhood and elementary teachers’ self-identified dilemmas 
related to their efficacy? 
2. How does problem-solving in teachers’ collaborative conversations reflect teachers’ 
efficacy? 
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CHAPTER 3: METHOD 
 The purpose of this study is to explore new early childhood and elementary teachers’ 
efficacy based on collaborative conversations of their self-identified practice dilemmas from a 
new teacher support program conducted at a Southeastern University.  New/beginning refers to 
teachers one to five years post-graduation.  This chapter provides an overview of the research 
design, study participants, program seminars, and data analysis.  Participant recruitment and 
demographics are discussed, as well as procedures to include seminar logistics, collaborative 
conversations and Critical Friends Groups.   
 The new teacher support program is an ongoing collaborative project focused on teacher 
support of newly inducted teachers, one to five years post-graduation, from a Southeastern 
University’s Birth-12 teacher education programs.  The project involves recent graduates from 
the University’s teacher education programs who meet three to four times during the school year 
for approximately four hours each to explore the successes and challenges they face as new 
classroom teachers.  In support groups modeled after CFG’s, graduates problem-solve issues of 
concern or “practice dilemmas” in the workplace and discuss how teacher education curricula 
could be more aligned with the challenges teachers face in today’s classrooms.  The goal of the 
program is to serve as a teacher support model for newly inducted teachers and to inform teacher 
education practices in the University’s School of Education.  Currently in its sixth year, this 
study focused on years 1-3 of the project: 2009-2010, 2010-2011, and 2011-2012. 
 The program is adapted from a model used in the Teacher Education Program at the 
University of Washington (UW-TEP, 2006), which used a Critical Friends Group (CFG) 
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protocol (National School Reform Faculty [NSRF], 2000).  CFGs are designed to make teaching 
practice explicit and public by “talking about teaching,” helping people involved in schools to 
work collaboratively in reflective communities (Bambino, 2002), and establishing a foundation 
for sustained professional development.  These groups are also designed to establish 
relationships with peers so thoughts and beliefs about teaching and learning can be expressed to 
improve teaching and learning.  CFGs engage group members in collaborative conversations 
regarding problems selected by individual group members.  The skills of these “collaborative 
conversations” include establishing and practicing norms, listening effectively and attentively, 
questioning for reflection, clarity, and inquiry, and identifying and uncovering personal and 
others’ assumptions.  Normative patterns of conversation include respect for diverse points of 
view, equity of response opportunities, and listening to understand others.  This arrangement 
purports to develop supportive environments for teachers while they develop and improve their 
teaching.  Additionally, the potential exists for these collaborations to positively impact teacher 
efficacy.   
Research Design   
 The research questions lent themselves to the use of qualitative research methods.  
Brantlinger, Jimenez, Klingner, Pugauch, and Richardson (2005) state that qualitative research is 
a systematic approach to understanding qualities, or the essential nature, of a phenomenon within 
a particular context that involves empiricism, knowledge production, particular research skills 
and tools, production of scientific evidence, and coherent articulation of results.  Qualitative 
research seeks to answer questions such as “what is happening?” and “why or how is it 
happening?” (Shavelson & Towne, 2002, p. 99 as cited in Brantlinger et al., 2005) while 
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exploring phenomena, attitudes and beliefs.  Qualitative research is often inductive in nature 
where certain contexts or small numbers of individuals are studied (Brantlinger et al., 2005).   
 The use of qualitative research methods were most appropriate for this study since it 
sought to explore the phenomenon of teacher efficacy through the interactions among a culture 
of teachers who shared common experiences.  The research questions lent themselves best to this 
approach because they pursued to answer how early childhood and elementary teachers 
interacted with each other and problem-solved in a support group as they explored the 
phenomenon of teacher efficacy.  The use of a Critical Friends Group method allowed 
collaborative conversations to develop rich and authentic descriptions.  Additionally, inductive 
methods are used for data analysis to capture the experiences of the participants.    
Role of the Researcher 
 As individuals who have a history and background themselves, qualitative researchers 
realize their interpretation of research data is only one possibility, and their report does not have 
any privileged authority over other interpretations readers, participants, and other researchers 
may have (Creswell, 2008).  It is important, therefore, for qualitative researchers to position 
themselves within their report and identify their standpoint or point of view (Denzin, 1997).  The 
qualitative researcher shares personal history, values, background and experience with the reader 
as these influence his or her interpretation of the data (Creswell, 2008).  The qualitative 
researcher uses his or her subjective understanding and relationship with the participants to 
investigate their understanding and experience of the phenomenon under study (Bogdan & 
Biklen, 2007; Creswell, 2008).  The judgment and interpretations of both the participants and the 
researcher are valued as important contributors to understanding the reality of the phenomenon 
from the perspective of the participants (Bogdan & Biklen, 2007).   
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 The researcher’s experience as an early childhood educator in various public schools 
confers both advantages and disadvantages to her role as a researcher.  Before beginning 
graduate school full-time to pursue her Ph.D. in Early Childhood, the researcher was a 
kindergarten teacher for nine years in the Florida and North Carolina public school systems.  She 
has had many experiences working with children and families from diverse backgrounds, 
including low- and high- achieving students, children with behavior concerns, and children with 
disabilities.  Additionally, her first few years in the classroom were extremely difficult—feeling 
as though she was not fully prepared to teach and having low self-confidence in her abilities.  In 
particular, she felt she lacked the skills needed to effectively teach diverse students, and was 
unaware of potential support systems available to her.  Because new teacher support and teacher 
efficacy in early childhood and elementary education were areas she had not only personally 
dealt with firsthand, but which had the most effect in her teaching, her focus and interest in 
exploring support systems for teacher efficacy in new early childhood and elementary teachers is 
high.  Furthermore, understanding the importance of early educators and seeing the currently 
high numbers of teacher turnover today, exploring personal attitudes and feelings of these new 
teachers is a priority for the student researcher.  
 For the first year of the program, the researcher was the research assistant.  She saw this 
project as being exceptionally beneficial to new teachers and wished she had had the experience 
of coming together with similar colleagues in her first few years of teaching to talk about issues 
in the classroom.  Her duties as research assistant included organizing the program seminars, and 
being the contact person for the participants.  This allowed her to be in close contact with the 
participants throughout the year and develop more personal relationships with them.  During the 
last seminar of the first year, she also facilitated a whole group, focus group session.  This 
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session was conducted primarily to gain insights as to what support systems teachers needed, and 
how sharing dilemmas with colleagues helped participants think about their own practices. 
 For years two and three of the program, the researcher was a focus group facilitator for 
the early childhood and elementary teachers.  This role allowed her to observe participants and 
facilitate focus group discussions.  In this role she may have been perceived as more of a 
‘researcher’ and expert, and not as a public school teacher.  During this time, the participants 
could have been more intimidated by having a graduate student at a major university as a 
facilitator, which, in turn, could have inhibited their discussions.   
Participants 
Recruitment.  For year one, the teacher education graduates were selected using an 
informed sampling procedure in which program coordinators of early childhood, elementary, 
middle grades, and high school teacher preparation programs were asked to identify their recent 
teacher education graduates from the University’s School of Education undergraduate and 
graduate programs representing a range of skill and competence levels employed in different 
areas of the state.  As a result, 36 nominations were solicited and all nominees were invited to 
participate in the seminars.  This was done by obtaining access to the School of Education’s 
alumni listserv.  Twenty-one participants attended one or more seminars in year one. 
For years two and three, the teacher education graduates were selected by attaining 
contact information through the School of Education’s listserv for all teacher graduates from the 
teacher preparation programs from 2006-2011.  Approximately 850 nominees were invited to 
participate in the seminars in 2010 and 760 in 2011.  The same format for inviting the 
participants was used as in the first year of the program seminars.  Twenty-five participants 
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attended one or more seminars in year two, and 29 participants attended one or more seminars in 
year three. 
 From these recruitment procedures, there were a total of 75 participating teachers across 
the three-year timeframe of the larger project. Thirty-three of the participants taught at the 
middle grades/secondary level, and 42 participants taught at the early childhood/elementary 
level.  Approximately 83 percent of participants had between 1-3 years of experience, and all 
participants were University teacher education graduates who taught in rural and urban/suburban 
schools across the state.  
For the purposes of this study, drawn from the larger project, early childhood and 
elementary participants from all three years of the project were studied.  This included 
participants from PreK through fifth grade, one to five years post-graduation.  However, from the 
initial 42 early childhood and elementary participants, five were not included in the study due to 
non-consent.  As a result, a total of 37 participants were included in this study: twelve from year 
one, nine from year two, and 16 from year three.  Six of the total number of participants attended 
more than one year of the program seminars, and two of these participants attended the seminars 
for all three years.  The proposed number of participants should yield adequate data on teachers’ 
efficacy, and provide opportunity for thick descriptions (Geertz, 1973). 
Participant demographics.  Year one participants included one from the Master of Arts 
in Teaching (MAT) program, four from the Child Development and Family Studies (CDFS) 
program, five from the Elementary Education program, and two from the Master for Experienced 
Teachers (MEDX) program.  Ten participants had between 1-3 years of experience, and two had 
more than ten years of experience.  All 12 participants were female. 
 42 
 
Year two participants included one from the MAT program, one from the CDFS 
program, and seven from the Elementary Education program.  Eight participants had between 1-
3 years of experience, and one participant had four years of experience.  All nine participants 
were female. 
Year three participants included one from the MAT program, three from the CDFS 
program, one from the MEDX program, and 11 from the Elementary Education program, of 
which one was also a Teaching Fellow.  Thirteen participants had between 1-3 years of 
experience, and three participants had four of more years of experience.  Fifteen participants 
were female and one was male.   
Across the three years of data, there were 36 females and one male.  Approximately 83 
percent had between 1-3 years of experience.  Participants were solicited from the following 
programs: Child Development and Family Studies, Elementary Education, Master of Arts in 
Teaching, Master for Experienced Teachers, and Teaching Fellows.  Appendix A provides 
detailed participant demographic information. 
 Benefits/risks to participants.  Depending on the year of the program, participants 
received a monetary stipend between $35 and $100 for each session they attended, plus mileage 
costs.  Additionally, participants received breakfast and lunch at each session.  Because teachers 
too often work in isolation, having opportunities to share ideas and experiences with colleagues 
had the potential of being helpful to participants’ efficacy, since participants were able to reflect 
on their own dilemmas in the classroom and support others in problem-solving. 
 It might have been possible that participation in this study may have caused slight 
emotional distress if, through reflection on his/her teaching experiences, a teacher recognized a 
weakness in his/her teaching, possibly causing lower teacher efficacy.  The chances were low 
 43 
 
that this would happen; however, if participants experienced any distress from the seminar 
discussions, the researcher and investigators were all experienced educators who could have 
provided resources and advice regarding potential solutions.  
 There was the possibility of risk to the subjects if their identities were ever discovered or 
revealed.  These risks were minimized by maintaining confidentiality of the data linked to 
participants by use of pseudonyms.  Additionally, Institutional Review Board (IRB) consent to 
participate in the larger research study (Appendix B) was obtained for each year.  Participants 
were informed of the research study and had the option of participating or withdrawing from the 
study without implications.  Written consent for audiotaping discussions (Appendix C) was 
obtained during each seminar for each year, and audiotapes were immediately erased after 
transcription.  Furthermore, all acquired materials were securely contained in a locked office on 
campus and on a secure server. 
Procedures 
 Three program seminars were conducted during the 2009-2010 year, and four each 
during the 2010-2011 and 2011-2012 years.  All sessions were conducted on Saturdays at an off-
campus location from 10am-2pm.   
 Program seminars as modified Critical Friends Groups.  All seminars were modeled 
from a Critical Friends Group format, which included a facilitator and note taker, to determine 
newly inducted teachers’ practice dilemmas and resolution strategies (Krueger & Casey, 2000).  
Using a modified CFG format, participants were divided into small teacher groups for each 
session according to the grade level they taught.  This format allowed for collaborative 
conversations to develop.  The roles of “presenter” and “critical friends” varied as individual 
teaching dilemmas were discussed.  The purported benefits of CFG included improved 
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collaboration through participation and increased reflection of one’s profession (Franzak, 2002).  
For all three years, there were between two and four focus groups for each seminar, with an 
average of two early childhood/elementary groups and two middle grades/high school groups.  
Each group, at any given time, had between three and nine participants.   
Seminar logistics.  Prior to the initial seminars, participants were provided with sample 
case study practice dilemmas corresponding to the age group in which they taught (Appendix D).  
For the early childhood/elementary groups, the practice dilemmas presented issues regarding 
behavior management in a first grade classroom and a teachers’ overcompensation for a 
struggling student’s learning needs in a fifth grade classroom (Wasserman, 1993).  During the 
morning of the initial seminars, the teacher participants were asked to identify the dilemmas in 
the case study and discuss possible resolution strategies.  Based on these sample dilemmas, the 
seminar participants summarized their own practice dilemmas with a Dilemma of Practice 
Planning Sheet (Appendix E), allowing participants to reflect on their self-identified dilemmas in 
the classroom and to guide them in the problem-solving discussions among participants.  This 
open-ended planning worksheet asked participants: (a) What is your dilemma?  Consider the 
multiple viewpoints (e.g., teacher’s, students’, parents’, and colleagues’) within your dilemma, 
(b) Why is this dilemma important to you?, and (c) What questions might help colleagues better 
assist you as they consider the dilemma with you?  After the initial seminar of discussing sample 
case study and participants’ dilemmas, participants continued discussions of their practice 
dilemmas and possible resolution strategies in subsequent seminars.  Specifically, they had the 
opportunity to receive feedback and further develop their practice by sharing their experiences 
with colleagues from diverse school settings.  These practice dilemmas were prepared by the 
participants prior to the sessions using the Dilemma of Practice Planning Sheet as a guide.   
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 Each teacher group included a facilitator who monitored the group’s discussion to ensure 
equal participation from group members and continued discussion of practice dilemmas and 
resolution strategies.  The facilitators were graduate students with prior public school teaching 
experience who were provided training regarding their role in the dilemma discussions.  They 
were instructed not to provide solutions for participants but to ensure equal participation of all 
group members and that all dilemmas and problem-solving strategies should be respected and 
discussed.  In addition to the group facilitators, each group had a note taker who recorded 
participants’ general comments and made notes regarding the tone and nature of the discussions. 
The facilitators and note takers for each group remained the same throughout the seminars.  Each 
focus group session lasted approximately 1.5 hours, with one conducted in the morning and one 
in the afternoon for a total of approximately three hours per seminar day.  At the end of each 
seminar day participants were given a feedback form (Appendix F) to reflect on their seminar 
experiences.  
Whole group discussion.  During the afternoon of the last seminar for each year a 
graduate student who served as the Research Assistant of the project summarized the practice 
dilemmas and problem-solving strategies discussed by all groups in the previous seminars.  The 
teacher participants were given an overview of the major themes and issues identified by the 
researchers from the previous seminars to ensure accuracy of the data coding and analysis 
according to the participants’ original intentions and comments.  This procedure served as the 
“modified” member check process (Bogden & Biklen, 1998; Creswell, 2008) ensuring 
interpretations of the teacher participants’ dilemma problem-solving discussions were accurate.  
During this whole group discussion, participants had the chance to confirm preliminary data 
(dilemmas) presented and add any new dilemmas.  Additionally, they discussed what support 
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systems teachers needed, how sharing dilemmas with colleagues helped participants think about 
their own practices, and next steps for continuing and improving the program seminars. 
Data Analysis  
IRB consent for this study was obtained early summer 2013 as a secondary data analysis 
(Appendix G).  Transcripts, observational field notes, and feedback forms served as the primary 
sources of data collected on new teacher efficacy in this study.  All program seminars were 
audio-taped and transcribed verbatim, and field notes were recorded to capture the tone and 
nature of the discussions.  Additionally, feedback forms were given to each participant at the end 
of each seminar for reflection.  To maintain participant confidentiality, transcripts and field notes 
were blinded by the use of pseudonyms, and feedback forms were collected anonymously.  This 
seminar data was analyzed by coding data using a constant comparative method where categories 
and subcategories of teacher efficacy were constantly revised and recoded as seminar transcripts, 
observational field notes, and feedback forms were analyzed.   
 Data analysis began early spring semester 2013 and continued through early spring 
semester 2014.  A constant process of reading, coding, analyzing, organizing, and reviewing the 
data was used to cluster the data into categories and subcategories, with specific examples 
included for each category and subcategory.  This helped the researcher understand participants’ 
efficacy dilemmas and problem-solving strategies.  Open coding was initially performed, where 
the researcher read the data several times and created preliminary labels for information.  Codes 
were originally assigned on a line-by-line basis.  Once the data was saturated with codes, the 
researcher identified axial codes through a second layer of coding to highlight the theme of 
teacher efficacy dilemmas and corresponding problem-solving strategies.  Memo writing 
(Charmaz, 2000) was also used to interpret and organize the data, and identify emerging 
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relationships.  Generative moments (Carlsen & Dutton, 2011) were recorded to capture any 
“moments of deep inspiration, connectedness, burst of insight and expansion of thought”.  As the 
data analysis process proceeded, categories were constantly compared and contrasted and then 
grouped under the theme of teacher efficacy.  These categories were determined by consistently 
exploring the seminar data.  Furthermore, each category had subcategories with specific 
examples related to issues of teacher efficacy.   
Under the theme of teacher efficacy, which includes personal and general teaching 
efficacy, the researcher included conversations and dilemmas regarding beliefs and feelings of 
personal competence, self-esteem, and confidence in pursuing and/or completing tasks and goals.  
Furthermore, conversations regarding beliefs of personal power and how this affects situations 
were included, as well as conversations regarding teaching abilities, student outcomes and 
achievement.  Personal teaching efficacy is defined as a teacher’s individual beliefs in his or her 
capabilities to perform specific teaching tasks at a specified level of quality in a specified 
situation.  This includes perceived confidence in his or her abilities as a teacher.  General 
teaching efficacy is the belief that student learning can or cannot be influenced by effective 
teaching, or the extent to which the teacher believes he or she has the capacity to affect student 
performance.  General teaching efficacy extends beyond an individual teacher’s view of his or 
her own capabilities to a view of teachers in general, and can include uncontrollable factors in 
teaching.  Hence, dilemmas related to teacher efficacy included school culture, working with 
students and parents, teacher burnout and staying in the teaching profession, and teacher 
preparation.  Additionally, as the literature supported uncontrollable factors in teaching, 
dilemmas related to unchangeable school policies and procedures were included, such as 
curricula and teacher accountability.   
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 As feedback forms and whole group discussion transcripts served mainly as debriefing 
data on the program seminars and support systems in general, specific examples related to 
teacher efficacy were solely highlighted as part of the data analysis.  Furthermore, because 
qualitative data is not necessarily mutually exclusive, teacher efficacy issues were integrated to 
include both personal and general teaching efficacy.  For example, a teacher might feel his or her 
own inadequacies and lack of confidence (personal teaching efficacy) hinder a student from 
achieving and, therefore, moving to the next grade (general teaching efficacy).  Hence, 
participants’ personal and general teaching efficacy can be affected concurrently by particular 
teaching situations.  Therefore, dilemmas of teacher efficacy include an integration of both 
personal and general teaching efficacy dilemmas.   
 Two researchers, the researcher and a research assistant with no affiliation with the study, 
coded one-third of the transcript data.  The researcher first had an initial discussion with the 
research assistant to discuss terms and definitions of teacher efficacy before blinded transcripts 
were given to and coded by the assistant.  The researcher and assistant met frequently to discuss 
codes and the number of agreements and disagreements were calculated to reach inter-rater 
reliability using the formula of (number of agreements/number of agreements + number of 
disagreements) x 100.  The number of agreements and disagreements was calculated per page 
and totaled for each transcript, and inter-rater reliability coding was established at 80 percent.  
This reliability procedure served as an inter-observer agreement index in which the data coders 
sought to reach agreement on thematic categories and subcategories and the inclusion of specific 
data into those categories.  A high level of agreement in coding is recommended as a means to 
strengthen reliability in qualitative research (Creswell, 2008).  For those data in which agreement 
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was not initially obtained, peer debriefing and discussion was used to determine agreement of the 
inclusion of the data into categories.  The researcher conducted final analysis of the data.   
This thematic analysis generated a greater understanding of teacher efficacy as it applies 
to new early childhood and elementary teachers.  Understanding new early childhood and 
elementary teachers’ efficacy is crucial in empowering teachers and improving confidence 
levels, teacher practice, student outcomes, and teacher retention.  Exploring new teacher efficacy 
has the potential to inform teacher preparation programs and induction efforts on necessary 
support systems for new early childhood and elementary teachers that can ensure high levels of 
efficacy, and which can ultimately reduce teacher attrition. 
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CHAPTER 4: RESULTS 
The purpose of this study was to explore new early childhood and elementary teachers’ 
efficacy based on collaborative conversations of their self-identified practice dilemmas.  Specific 
research questions guiding the study were: 
1. What are beginning early childhood and elementary teachers’ self-identified dilemmas 
related to their efficacy? 
2. How does problem-solving in teachers’ collaborative conversations reflect teachers’ 
efficacy? 
In the description of results, Teacher Efficacy will be used as the umbrella term 
encompassing both Personal Teaching Efficacy (PTE) and General Teaching Efficacy (GTE).  
Personal teaching efficacy is defined as a teacher’s individual beliefs in his or her capabilities to 
perform teaching tasks at a specified level of quality in a specified situation.  This includes 
perceived confidence in his or her abilities as a teacher.  General teaching efficacy is the belief 
that student learning can or cannot be influenced by effective teaching, or the extent to which the 
teacher believes he or she has the capacity to affect student performance.  General teaching 
efficacy extends beyond an individual teacher’s view of his or her own capabilities to a view of 
teachers in general (Cantrell et al., 2003).  The following describes how personal and general 
teaching efficacy are integrated into the broad framework of teacher efficacy. 
Efficacy Defined 
Study results indicated that teacher self-identified dilemmas of efficacy and 
corresponding problem-solving strategies fall under the general theme of Teacher Efficacy.  
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Teacher efficacy includes both personal and general teaching efficacy, since these are integrated 
to produce the outcome of a teacher’s actions.  Additionally, results indicated personal and 
general teaching efficacy issues were not necessarily mutually exclusive, as issues were 
frequently integrated.  In other words, PTE issues often overlapped with GTE issues.  For 
example, a teacher might have felt her own inadequacies and lack of confidence (PTE) hindered 
a student from achieving and therefore moving to the next grade (GTE).  Hence, both PTE and 
GTE could be reflected concurrently in particular teaching situations.  Therefore, dilemmas of 
teacher efficacy include an integration of both personal and general teaching efficacy dilemmas.   
Theoretical Orientations Guiding Data Analysis 
Results are guided by the research questions, and integrate Bandura’s Social Cognitive 
theory and Rotter’s concept of Locus of Control.  According to Rotter, a person’s “locus,” or 
“place,” is conceptualized as either internal (the person believes they can control their life) or 
external (the person believes their decisions and life are controlled by environmental factors 
which they cannot influence, or by chance or fate).  Thus, teachers’ efficacy dilemmas as 
reflected in their collaborative conversations can be shown as either internal (teacher controls) or 
external (teacher cannot control, or uncontrollable).  For example, a teacher might believe they 
are fully responsible and in control of managing their classrooms; hence, exhibiting an internal 
locus of control.   
Bandura’s theory posits that efficacy development is shaped by four sources.  Even 
though a lack of teacher efficacy is demonstrated in participants’ dilemmas, problem-solving 
strategies shared reflect how they enhance and support participants to develop high efficacy 
using Bandura’s four components: (a) Mastery experiences, (b) Vicarious experiences, (c) 
Verbal persuasion, and (d) Physiological and affective states.  Teachers’ efficacy is greatly 
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influenced by mastery experiences which include the act of teaching itself.  The experiences 
teachers encounter when they have their own classrooms has the most influence on developing 
efficacy.  Vicarious experience involves a person observing another’s performance and gaining 
confidence from this in a manner of craft apprenticeship.  The interactions and relationships 
between newly inducted teachers and experienced mentor teachers have the potential to 
positively impact new teachers’ efficacy.  These interactions can also influence teacher 
confidence either positively or negatively through verbal persuasion.  Physiological and affective 
states, or emotional arousal, relay emotive information which can affect efficacy.  These four 
sources of efficacy development are demonstrated in participants’ problem-solving strategies. 
 As Bandura and Rotter are mirrored in teachers’ dilemmas and problem-solving 
strategies, participants’ contextual factors and how these relate to dilemmas are also discussed.  
These contextual factors consist of teacher characteristics, number of years’ experience, and 
classroom/school diversity.  Furthermore, because participants attended multiple program 
sessions, subsequent updates on teacher efficacy dilemmas from one program session to the next 
based on participants’ problem-solving discussions are included.  Lastly, whole group 
discussions and feedback data reflecting teacher efficacy is shared.  The whole group discussions 
were part of each final program seminar in each year where participants discussed support 
systems.  These discussions included how the program seminars themselves helped to improve 
teacher efficacy through Bandura’s components.  Feedback form data was used for teacher 
reflection and debriefing of the program seminars.   
Teacher Self-Identified Efficacy Dilemmas  
In their collaborative conversations, participants’ efficacy dilemmas were revealed as 
they discussed the difficulties of surviving the first years in the classroom.  These dilemmas 
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included several factors influencing teacher efficacy, such as school culture, school policies and 
procedures, parents, students and classroom management, teacher preparation, teacher burnout 
and staying in the teaching profession.  Examples of these teacher efficacy issues are presented 
next and are analyzed using Rotter’s concept of Locus of Control.  Participant contextual factors 
are also included.  
Surviving the first years.  New teachers are constantly trying to survive in the teaching 
profession.  They worry if others see their perceived inadequacy as they try to fulfill the 
expectations of teaching and of others.  Kimberly, a second-year kindergarten teacher who taught 
in a school where the majority of the student population were minorities, worried how her 
colleagues viewed her.  She stated, “…I didn’t worry about the kids at all, but everybody else in 
the school and their opinions about what I should be doing and if what I was doing was right.”  
In response to this teacher’s concerns, Kathryn, a second-year first grade teacher, discussed how 
her feelings of inadequacy dissipated with an additional year of teaching experience: “…when 
you get more experience, you don’t get that feeling of, ‘I don’t know what to do in this 
situation,’ because you probably have experienced something like that before.”  Emma, a first-
year second grade teacher in a Title 1 school, had feelings of inadequacy as well as she tried to 
prove herself to others: “I definitely have felt inadequate…you are at the bottom of the totem 
pole and you have to prove yourself and represent yourself and the school you graduated from.  
It is a lot of pressure to be what people expect…I hope they are not judging me on what they see 
now based on what they saw before [in student teaching].”   
Unfortunately, many new teachers are trying to survive without needed support from 
others.  Kathryn, a third-year first grade teacher teaching in a Title One school serving children 
and families from low socio-economic status (SES) backgrounds, remembered her first year 
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experience of every man for himself: “My first year, people told me that I have to do my best.  I 
would think, ‘I’m a first year teacher and I have no idea what that looks like,’ and no one knew 
how to help me.  People had the mentality of every man for himself, you do your best and you 
get through it the way you can.”  Khloe, a fifth-year K-5 ESL teacher serving a mostly Spanish 
speaking population, stated, “A lot of people don’t want to help the first year teacher…we were 
taught to ‘survive and subvert,’ and that is what you have to do.”   
According to Bandura, self-efficacy is the notion in which people measure their own 
value by their competence, agency, and ability to promote change.  These statements reflect how 
first-year and even more seasoned teachers experience distress and inadequacy as they try to 
survive the challenges they face in the beginning years of teaching, which can lead to a low sense 
of efficacy.  As such, the following factors contribute to the anxiety beginning teachers 
experience trying to survive the first years of teaching, and their lack of teacher efficacy. 
School culture.  Participant dilemmas related to school culture included school 
atmosphere, administration, and colleagues—specifically low staff morale, feelings of isolation, 
feeling uncomfortable sharing successes in staff meetings, and a lack of support working with 
administration.  Additional dilemmas included working with teaching assistants, a lack of 
confidence and intimidation in voicing ideas and opinions with grade level teammates, and 
collaborating with other colleagues and resource teachers.  The following examples portray these 
school culture issues. 
School atmosphere.  School atmosphere, how a school “welcomes” its staff, seemed to 
have a profound influence on teacher efficacy as described in participant conversations.  Avery, a 
first-year second grade teacher who taught in a high SES area, discussed how she did not feel 
comfortable sharing her successes in staff meetings due to low staff morale: “I’ve noticed low 
 55 
 
morale in staff meetings and development…not feeling comfortable sharing your successes 
because other people take it the wrong way like you’re trying too hard.”  Other teachers 
expressed similar concerns in feeling uncomfortable sharing ideas, which can negatively affect 
their efficacy.   
Even though a negative school atmosphere can have an adverse effect on teacher 
efficacy, a number of teachers experienced a positive school atmosphere as they felt like they 
“…had a voice and are able to share professionally as adults, in a way that feelings are validated 
and accepted and used in a constructive way and not used against you.”  As shown in the field 
notes, a sense of community amongst participants was created through the program seminars, as 
participants continued to share thoughts on positive collegial school atmospheres, leading to high 
teacher efficacy.  For example, Heather, a second-year fourth grade teacher serving a middle to 
upper class ethnically diverse population, was trying to balance finding a voice and sharing 
ideas, and being a young teacher who might not be as knowledgeable: “As a second year teacher, 
I am starting to realize that I have a voice and I have an opinion and my principal respects me 
and what I have to say…but then I think, ‘What do I really know?’  So it is a struggle balancing 
between being a younger teacher and being comfortable sharing my ideas.”  These comments 
suggest that beginning teachers in ethnically and economically diverse settings appreciate the 
opportunity to freely express their ideas and dilemmas with their coworkers in a collegial 
manner, such as participating in the program seminars.  This could possibly lead to their 
improved efficacy.   
Administration.  Administrative support clearly influences teachers’ sense of efficacy as 
exemplified by the following participant comments.  Brooke, a third-year fourth grade teacher 
who taught in a school whose student population was predominately high SES, stated, “I feel 
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very supported and I feel like she [principal] would be there if I needed something.  This makes 
me feel good.”  Tara, a second-year African-American teacher in a Title 1 school, agreed: “…it’s 
nice to have that support, to let you know that you’re not going to get fired.”  These teachers’ 
positive experiences with their principals indicated their strong sense of efficacy due to the 
support they felt.   
Unfortunately, not all teachers feel supported by their administration.  This can create 
various obstacles in teaching and lower teacher efficacy.  Kathryn, a first-year first grade teacher 
from a rural school, was having a difficult time with her administration and her parents.  She did 
not feel supported by her administration, and was having a challenging start to the school year:  
I don’t feel supported at all…a combined kindergarten and first grade class is REALLY 
impossible in public school…I was using my resources to try to learn HOW to teach my 
class the best way…I got students that needed to be in a much higher class than a 
combination class.  Their parents started to complain.  I started to get watched.  It got to 
the point where my principal sat me down in her office and said, ‘You’re not doing what 
you TOLD me you were doing.  You’re not doing the right things, I don’t see this.’  That 
was REALLY bad.  It’s hard.  I don’t feel supported.   
 
Similarly, Violet, a second-year second grade teacher from a high SES suburban school 
talked about how her administration did not support her when her parents became upset over 
their child’s evaluation.  This lack of support could have affected her efficacy.  She exhibited a 
more external locus of control than Kathryn, as Violet felt the parents were the problem and her 
principal should have supported her:  
I thought, ‘Your kid’s just not a genius and I’m sorry to be the one to break it to you,’ but 
then they went to my administration and I had to take the fall for it in a major way.  It 
became my problem and it resulted in many meetings…When all this happened with that 
parent, I expected my principal to tell her that I am doing what was asked—best practice, 
what research shows—and that didn’t happen…Not having your back takes the wind out 
of your sails. 
 
As shown in the above examples, administrative support is critical for teachers’ efficacy, 
whether they are novice or more experienced.  A lack of needed support can result in additional 
 57 
 
challenges with parents and students, and therefore lower efficacy.  Furthermore, some 
participants had a more external locus of control, as they felt the principal should be a source of 
support when teachers face these challenges.   
Colleagues.  In addition to relationships with their administrators, teachers are 
consistently working with colleagues to maintain an environment conducive to learning.  A 
critical component of school culture seemed to be respectful interpersonal relations between 
colleagues resulting in high teacher efficacy.  Unfortunately, respectful relationships were not 
always exhibited in school settings.  For example, Kourtney, a first-year PreK teacher in a 
predominantly African-American school, had issues with her teaching assistant (TA), and 
recognized part of the problem as exemplified in the following instance:  
I have a TA who is older…She is really great and is always asking to do things but 
sometimes we do not always agree on ways to do things…I’m trying to work on being 
more assertive on what I want her to do…I think because of the age difference 
sometimes…I’m not comfortable telling older people that I’m right and they’re wrong…I 
hate confrontation and realize that this is a skill I need to work on… 
 
This dilemma reflects a lack of confidence and personal insecurities in confronting and 
challenging the veteran TAs practices.  This lack of confidence directly impacted this teacher’s 
efficacy.   
Collaborating with grade level teammates also has the potential to either positively or 
negatively affect efficacy.  For example, Jasmine, a fourth-year fourth grade teacher from an 
urban Title 1 school discussed a particularly negative situation that happened when she 
expressed a different opinion than her colleagues:  
I had a very different opinion of grading, and I felt very attacked, particularly by that one 
colleague.  I ended up getting really emotional about it because I felt like I couldn’t 
explain myself very well.  Just when I am trying to get myself together, another colleague 
called administration into the room to explain and answer any questions.  It was really 
bad and in the end I had to submit to what everyone else was doing even though I 
disagreed with it…my opinion was not even heard or welcomed.  
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This dilemma reveals the participant’s lack of confidence in voicing ideas and opinions to 
teammates due to feelings of inadequacy experienced in many novice and more experienced 
teachers in diverse school settings.  Adverse situations with teammates can have a particularly 
negative effect on teacher efficacy.   
In addition to working with teammates, collaborating with resource teachers also can be 
challenging as Grayson, a male first-year fourth grade teacher, explained:  
My dilemma is trying to modify for him [student]…I am also expecting her [EC teacher] 
to do some of the work and be more than just a body…Those students with the 
Individualized Education Plan’s (IEP)—they are not growing the way I expect them to, 
and the EC teacher won’t collaborate or talk with me…My expectations of her are not 
being met…I don’t know what is best…I feel like she is an expert and she is the head of 
the EC department…What can I do to be more effective as a colleague? 
 
This teacher felt both an internal and external locus of control as he struggled with who is 
ultimately responsible for student learning and collaboration.  As he described his responsibility 
to be a more effective colleague, he exhibited an internal locus of control.  However, as he felt 
the EC teacher should carry some responsibility for collaboration and student learning, this 
reflected a more external locus of control.   
In summary, the presence of negative school cultures including unsupportive principals, 
school environments, intimidation and lack of collaboration among colleagues, can affect a 
teacher’s efficacy.  Whether first-year or more experienced, teachers in diverse settings can 
benefit from a positive school culture, which has the potential to heighten efficacy.  Furthermore, 
the principal plays a crucial role in effectively guiding the direction of the school in a supportive 
way for all.  Thus, school culture has the potential to positively affect teachers’ efficacy.  In 
addition to administrative and collegial support, teacher efficacy is affected by mandatory school 
policies and procedures. 
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School policies and procedures.  Participant dilemmas related to school policies and 
procedures have the potential to impact teacher efficacy since these issues focus on 
uncontrollable factors in teaching and student learning, which ultimately affect teacher 
effectiveness.  Many of these dilemmas reflect an external locus of control as participants feel 
mandatory policies and procedures are not in their control.  Dilemmas participants shared 
included lack of opportunity for developmentally appropriate practice, scripted curricula, and 
testing and teacher evaluation procedures.  The following examples describe these issues related 
to school policies and procedures. 
Curricula and the “ideal” in teaching.  Due to the constant demand to move forward in 
the curriculum, Amya, an eleventh-year African-American K-3 reading specialist in a 
predominantly African-American school, described her difficulty with having a scripted 
curriculum: “…I know they haven’t mastered any of the concepts we’ve taught and we just keep 
moving, and it worries me quite a bit.  I don’t know what to do at this point…it’s so structured 
that I don’t know when is the time that we can catch them up.  When do they get what they 
missed?”  She went on to discuss how uncomfortable and unsure she was teaching this way and 
with the pacing, but tried to make the best of it since it was out of her control: “…my comfort 
zone has been pushed a little bit…I feel like this is a punishment…I make the best out of this 
situation, because you have to do it the way they [district] want you to do it to let them know that 
it’s not working.”  This teacher’s dilemma reflects how mandatory curricula impacts 
differentiation and can make teachers feel uncomfortable, which can influence their efficacy.  
Conversely, Irene, a first-year first grade teacher in a predominantly African-American 
school, discussed the difficulty she was having with planning and her school’s lack of 
curriculum.  She was unsure what her curriculum should look like to be developmentally 
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appropriate practice; thus, exhibiting a lack of competence.  This impacted her teaching, and 
possibly her efficacy:  
I have pacing guides given to me by the school, but they tell me not to use them.  It’s 
pretty frustrating to me because I am a first year teacher…I am always trying to feel my 
way through and find what is the correct thing to do.  I don’t always know if I am doing 
the right things and trying to make sure if my kids are where they should be by the end of 
the year…I guess everyone else has found a way to make it through, but with me being a 
first year teacher and not knowing without guidance, it is difficult…the Department of 
Public Instruction (DPI) is coming because we didn’t meet Adequate Yearly Progress 
(AYP) goals and I am getting nervous because I don’t have things in place…I just want 
to be prepared…  
 
Upon hearing this first grade teacher’s dilemma, other participants were appalled at how isolated 
she was in having to create her own curriculum.  They strongly agreed with her decision to 
possibly teach elsewhere the following year.  They sympathized with her in the following 
responses: “I would feel so lost.  I don’t know how you make it through” and “Please don’t let 
this year affect your feelings about teachers.  What you are going through is rough.  And we have 
all had it rough at some point, but I have never had to build my own curriculum…”  These 
dilemmas suggest that many teachers in high-needs minority schools encounter mandated 
curricula, or a lack of curricula, which interferes with teachers’ effectiveness and sense of 
efficacy. 
Teachers are often faced with the difficulties of transitioning from preservice teachers to 
the realities of teaching as beginning teachers.  They believe upholding the “ideal” of their 
teacher preparation program—practicing what was taught in teacher preparation programs, such 
as best practices—is necessary for effective teaching, but a constant struggle.  Natalie, a third-
year kindergarten teacher questioned, “…how do you keep teaching when you’ve been to a 
[teacher preparation] program where you know its [scripted curriculum] not appropriate, and 
how do you continue to do what you’re supposed to do and not get bogged down?”  Khloe, a 
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fifth-year K-5 ESL teacher responded, “…it’s the sacrifice you make. You can go to another 
school system and not have to deal with it [mandated curricula], but then you don’t get to teach 
the kind of kids that you might want to—kids of color, kids of poverty.”  As a first-year first 
grade teacher, Kathryn’s personal experience allowed her to see this dilemma from a different 
perspective:  
The difficulty is, when you’re a first year teacher you don’t get to say, ‘this isn’t right’…I 
had student taught where I got hired and I felt safe to say, ‘I’m going to do this because 
it’s being mandated, but I don’t think it’s right for kids,’ but I was let go…I wish that at 
least one person [in teacher preparation program] had said, ‘By the way, when you go out 
in the real world, it’s not going to be perfect.’   
 
This teacher goes on to express how she tried to uphold her preparation program’s “ideal” and 
think outside of the box: “…you’re taught to try what you want to, be creative, don’t think inside 
the box.  However, in reality, if you’re outside the box you’re going to be in trouble.  That was a 
big adjustment—to go into teaching really excited about how you can be individually creative 
and then you can’t be.”  These examples show that beginning teachers, regardless of experience, 
want to be as effective as possible, since that is what their program’s “ideal” taught; however 
they find they struggle with upholding the ideal because of the reality of teaching.  According to 
Bandura, this type of emotional stress can lead to low efficacy.  
Teacher expectations and accountability.  In addition to being expected to juggle many 
roles and responsibilities, teachers are solely held accountable for student achievement, even 
when certain factors, such as home environment, cannot be changed.  Such factors can make 
teachers feel helpless in meeting students’ needs, thus, lowering their efficacy.  For example, 
Kathryn, a second-year first grade teacher in a low SES school explained how,  
There is definitely an unchangeable factor in teaching where we are expected to be and 
do everything.  Is it possible?  I don’t care what kind of population you are working with; 
it is just too much to think that one person can be all that for 19 children…with factors 
that you cannot change…I cannot change where my children live or whether they get 
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sleep at night.  And yet, we are expected to teach them given these circumstances and it is 
frustrating.  I think it is unreasonable.   
 
Also discussing how teachers are held accountable even when there are uncontrollable factors at 
play, Heather, a first-year fourth grade teacher from a middle to upper class school said, “As 
teachers we are held accountable for student success, but I see a lot of her [student] issues to be 
related to family issues…it’s so difficult when the parent is not supporting the child.”  These 
issues are considered uncontrollable factors in teaching, or, what teachers cannot control.  They 
have the potential to impact teacher efficacy as teachers can feel helpless in meeting students’ 
needs.  Also, these teachers exhibit a more external locus of control as they blame outside 
factors, such as parents and home environment, for lack of student achievement. 
In terms of being held accountable for student achievement and students passing EOG 
tests, Grayson, a first-year fourth grade male teacher from a rural school, expressed his lack of 
efficacy due to his students’ lack of achievement on the EOGs.  He felt he personally had done a 
bad job of teaching and had failed his students since most of them failed the EOGs.  Thus, he 
exhibited an internal locus of control since he felt he was to blame.  His reflection was indicative 
of how mandated testing can have a profound effect on a teacher’s efficacy.   
Not only do teachers have to deal with the pressure of getting their students to pass EOGs 
as the above dilemma describes, teachers themselves are constantly evaluated on their 
performance impacting job stability and influencing their sense of efficacy.  For example, 
London, a third-year kindergarten teacher from a middle-class suburban school, animatedly 
talked about the pressures of teaching and teacher evaluations:  
…there is a lot of pressure on the teachers because of this evaluation and all these new 
standards you have to meet, it’s not about the kids anymore.  You have to spend all your 
time making sure that you have this bullet, under Standard 1, 2, 3, 4…It is so easy to lose 
sight of why you are doing this.  Instead of it being about you, it should be about the kids, 
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but you want to meet all the standards so your kids are prepared to move to the next 
grade. 
 
Related to this teacher’s issue of teacher evaluations, Kourtney, a first-year PreK teacher 
was stressed about having to be ‘distinguished’ on her evaluation in order for her to have a job 
the following year.  She felt it was inappropriate that her principal expected her to be held at 
such high standards when she was still learning and developing as a new teacher.  Further 
discussion on the stresses of the teacher evaluation instrument included how it can be biased and 
subjective, it forces teachers to teach to the test, and a teacher’s career is based on their 
performance.  Moreover, teacher evaluations can ultimately impact teacher efficacy.  Since 
teachers are measured based on their effectiveness, this affects teachers’ self-esteem and 
confidence.  All teachers, regardless of experience and school setting, face the stresses of testing 
and teacher evaluations.  However, most teachers exhibit an external locus of control since they 
believe outside forces can be to blame for lack of student success, and therefore, teacher 
accountability and performance.   
In summary, most teachers, regardless of experience and school context, are constantly 
trying to balance mandated school policies and procedures with creative teaching practices as 
they try to uphold their teacher education program’s “ideal.”  As explained in their dilemmas, 
most teachers are mandated to use scripted curricula impeding them from using developmentally 
appropriate practices.  Conversely, some teachers prefer this type of curricula to provide them 
with the confidence to know what they are doing is, in fact, appropriate, since ‘this is what the 
school mandated.’  Furthermore, unreasonable expectations of managing numerous roles while 
being held accountable for all students can have an extremely negative effect on teacher efficacy.  
Teacher evaluations can negatively impact teacher efficacy as teachers are evaluated based on 
both their and student performance.  New teachers might not necessarily have the opportunities 
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to become ‘distinguished,’ or students might not perform well on mandated tests.  This can lower 
teachers’ self-esteem and confidence.  When it comes to teacher expectations and accountability, 
teachers frequently exhibit an external locus of control as they feel measures of student success 
are out of their control.  The pressure of testing is a common example of how beginning teachers 
feel about standards and the emotional investment teachers have in their jobs, and how this can 
lower a teacher’s efficacy.   
Parents.  In addition to issues related to school culture, policies and procedures, parents 
can compromise teachers’ efficacy as teachers feel apprehensive working with parents who are 
intimidating and disrespectful.  Participant dilemmas related to parents included parents who 
were disrespectful of teachers, teachers feeling intimidated and bullied by parents, and parents 
who were overbearing.  The following examples illustrate these parent issues.  
Parents can easily diminish a teacher’s efficacy.  For example, Heather, a second-year 
fourth grade teacher from a middle to upper class school, stated how she felt disrespected by 
parents just because she was a young teacher: “It frustrates me so much that parents will look at a 
young teacher and think, ‘I have no respect for you.’  No matter what you do, sometimes it’s not 
going to earn their respect.”  Tara, a second-year PreK African-American teacher from a low-
wealth rural school, felt her parents were mean to her and unsupportive when it came to their 
child.  She had a more external locus of control as she believed the parents were to blame for the 
unstable relationship she had with them:  
…my student is upset because he pulled a card.  He’s crying at home, he doesn’t want to 
come to school, he’s painting this picture of me like I’m evil, and I’m not.  I’m just trying 
to do my job...They sent me this really nasty e-mail…I did call them to say we needed to 
have a meeting.  They came in and she says, ‘Oh, I never hear anything positive.’  She 
doesn’t acknowledge the positive things I do…I said, ‘Your son is afraid of pulling cards.  
He’s not afraid of me.  I’m not as evil as he says.’…I’m thinking—YOU are not making 
this a good relationship.   
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After hearing these dilemmas, other participants strongly agreed with wanting to be respected by 
parents.  Teacher comments reflected how many participants, regardless of their school’s 
economic diversity, shared the difficulties of working with disrespectful parents.  Teachers’ 
efficacy is impacted by these parents’ attitudes and behaviors toward their child’s teacher.   
Additional issues related to parents affecting teachers’ efficacy include parents who were 
judgmental of the teacher and overprotective of their children.  Madeline, a first-year first grade 
teacher from a suburban Title 1 school serving a military population, was trying to deal with a 
difficult student in her class and his overbearing mother.  She felt his mom was bullying her 
because she was a new and young teacher, and thus felt a more external locus of control as she 
believed his mom had the power:  
I have been bullied a lot this year by mom.  Mom will come in and call me out because 
I’m not treating her child right…As a first year teacher, I look young, and I feel like that 
has a lot to do with it…I feel like I’m not being treated like a professional by the family.  
I’m really stressed out by this whole situation…We tried to make it clear at the last 
meeting that I am a classroom teacher and my training is for classroom teaching.   
 
This example suggests teachers feel intimidated by overbearing parents who believe new 
teachers lack the abilities to teach students, which can negatively affect a teacher’s sense of 
efficacy.  Furthermore, many teachers feel an external locus of control as they believe 
intimidating parents are in control, which can lead to heightened emotions when working with 
parents.   
As described in the above dilemmas, many beginning teachers in diverse school settings 
feel disrespected and intimidated by their classroom parents.  This is due, in part, to being a 
young, inexperienced teacher.  Even so, many times beginning teachers will exhibit an external 
locus of control and blame parents for difficult relationships.  Because parents feel they are the 
expert on their child, there can be a lack of respect for teachers if what parents feel is best for 
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their child does not coincide with what teachers feel.  As such, teachers and parents need to work 
together in giving their children what they need.   
Students and classroom management.  In addition to dilemmas related to working with 
parents, dilemmas concerning students can have a great effect on teachers’ efficacy as teachers 
feel they lack the necessary skills to individually support and manage all students.  As such, 
teachers can feel a more internal locus of control as they feel responsible for supporting students.  
Participant dilemmas related to students included working with students with high-needs, trying 
to meet all students’ needs, and feeling inadequate in managing a classroom.  The following 
examples depict these student issues. 
 Working with high-need students can cause teachers to feel inadequate in regard to their 
efficacy.  London, a third-year kindergarten teacher from a diverse suburban school, talked about 
having a difficult time working with students with behavior and emotional challenges.  She felt 
she was a failure not giving her students what they needed.  Thus, she felt an internal locus of 
control as she believed it was in her power and control to help her students:  
…it’s been a really tough year.  I’ve been discouraged and I’ve never been discouraged 
before…I know I’m not an expert, but I know that he [student with behavior challenges] 
needs more than that…I was making him do things that he didn’t want to do, and he 
would talk under his breath and say, ‘Why are you so mean?  You just need to go away.’ 
It was hard to hear that.  Then the other student would be destroying the room and it was 
like, ‘Oh my gosh!’…I would look down at my watch and think, ‘Did I teach today?’  It 
was really discouraging because I knew that I wanted to help these boys so badly, but I 
also was responsible for 18 other kids…   
 
In addition to having difficulties working with students with behavior and emotional 
challenges, many teachers feel they are not giving their students enough academic support, 
especially those with high-needs.  For example, Emma, a first-year second grade teacher in a 
Title 1 school, felt inadequate teaching a student with autism.  She felt the pressures of being 
responsible in getting him ready for third grade, thus, exhibiting an internal locus of control:  
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I have a student in my class with autism.  This is his second year in second grade.  My 
biggest concern is that he is not going to move on to third grade because he is not going 
to be ready.  I am afraid that I am not doing enough for him because he is EC and has 
special needs…I don’t think I am adequate…I am not trained to deal with a child with 
autism.  I could be doing something wrong and I don’t want it to be the reason why he 
doesn’t go to third grade...   
 
These dilemmas reflect novice and more experienced teachers’ sense of inadequacy in 
working with students with high-needs in diverse settings.  This results in teachers feeling 
discouraged and hopeless as they feel responsible for not being able to support these students, 
thus, exhibiting an internal locus of control.  This can, in turn, result in low teacher efficacy.   
Not only do teachers struggle with meeting the needs of students with particular 
challenges, but they are confronted with the difficult task of making sure all of their students 
achieve.  For example, Kimberly, a second-year kindergarten teacher in a mostly minority 
school, became emotional as she described her dilemma of feeling defeated trying to meet all of 
her students’ needs.  Her dilemma reflected an internal locus of control as she felt it was her 
responsibility to make sure all of her students achieved: “I have a big problem feeling like I don’t 
do enough for my kids…It’s so draining and exhausting. [Tearing up] Sometimes I’m so ready 
for them to leave…[starts crying]…but then I don’t feel like I’m doing enough for them, either.”  
This teacher’s sensitive situation prompted several encouraging responses such as: “You do all 
you can.  The struggle is that you can’t change the factors that have affected their lives…and it’s 
frustrating, but you’ve done so much for them.”  This statement is an example of an external 
locus of control, where the participant felt it was out of her control to meet all student needs 
because of other, uncontrollable factors.   
These comments reflect how all teachers want to do what is best for all of their students. 
They exhibit an internal locus of control as they feel it is within their control and feel personally 
responsible for getting their students to where they need to be.  However, the challenges of 
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meeting the needs of a classroom full of diverse students can be emotionally exhausting, and 
thus, lower a teacher’s sense of efficacy.   
Beginning teachers frequently have a difficult time applying necessary skills to manage 
students in a classroom.  This can significantly affect a teacher’s confidence and competence in 
their abilities as classroom managers.  Many teachers discussed their feelings of inadequacy and 
self-blame due to their students’ behaviors in the classroom.  For example, Kathryn, a first-year 
kindergarten teacher from an urban school, described the power struggle in her classroom: “…Is 
the reason my class is like that [unmanageable classroom in case study] because of something 
I’m doing?  Absolutely, I think so…”  This statement clearly reflects an internal locus of control 
as this teacher believes it is her responsibility to successfully manage a classroom.   
However, sometimes struggles with classroom management prove to have a positive 
outcome for teachers.  For example, Tara, a second-year African-American PreK teacher from a 
Title 1 rural school, talked about how her issue of trying to manage a classroom made her a 
better teacher: “…I’d been in school, yet I didn’t know what to do to manage my classroom!  It 
was very scary the first day…how are you going to do it?  I had a kid who was throwing a chair 
and I’m like, ‘Whoa, dude’…I mean, he MADE me a better teacher, because I had to figure it 
out!”  As shown in the field notes, other participants agreed they had similar experiences of 
becoming better teachers because of classroom management challenges.   
Clearly, teachers are in their profession because of a loyalty to their students.  Most 
teachers become physically, mentally, and emotionally invested in their students’ learning, and 
only want to do what is best for their students.  However, teachers face many dilemmas related to 
the challenges of working with diverse students and their multiple needs in the classroom.  Most 
teachers feel it is primarily their responsibility for managing a classroom conducive to student 
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progress and achievement, and face challenges of feeling inadequate in fulfilling this role.  
Conversely, some teachers feel they are limited in what they can do for students since they can 
only control what happens in the classroom.  Teachers’ comments reflected that effective 
teaching and learning cannot take place in a poorly managed classroom.  As shown in the 
examples above, participants have low efficacy related to students and classroom management.   
Teacher preparation.  In addition to teachers’ efficacy being compromised when 
working with students and parents, participants frequently expressed how they felt unprepared 
for the teaching profession, which influenced their efficacy.  Participant dilemmas related to 
teacher preparation included feeling unprepared to teach, and wanting to improve one’s teaching 
skills and the teaching profession in general.  The following examples depict these teacher 
preparation issues discussed by participants.  
As she talks about feeling unprepared to be an effective teacher, Kathryn, a first-year first 
grade teacher from a racially diverse rural school, stated: “I had feelings of unpreparedness…I’m 
learning more and more that putting theory into practice is a BIG jump (laughter from 
participants)!”  As shown in the field notes, many other participants related to feeling unprepared 
in taking on teaching responsibilities and effectively teaching students.  Irene, another first-year 
first grade teacher, also felt unprepared for what was thrown at her when she started teaching: 
“In school, you are taught how to run a good classroom, but then you get into the class, and a lot 
of things are thrown your way that you may never have read in the textbooks.”  The multiple 
roles and tasks of a beginning teacher can be overwhelming.  Emma, a first-year second grade 
teacher from a Title 1 rural school, also felt unprepared and overwhelmed when she started 
teaching, which affected her efficacy in terms of being an effective teacher:  
I feel I wasn’t ready in many aspects.  The thing that they don’t tell you in college, it is 
really a big juggling act (laughter and agreement from participants)…It is juggling the 
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paperwork, email, and the teaching, which is the fun part but the smallest part…I wasn’t 
ready in many aspects for the teaching part.   
 
These comments suggest that these teachers have an external locus of control as they felt it was 
the responsibility of their preparation program to give them all necessary skills and knowledge to 
be successful educators.   
Even as she agreed with others on feeling unprepared, Kristen, a first-year PreK literacy 
coordinator, believed that teaching is not something that can be learned in coursework or 
internships; it is a continuous learning process: “You don’t learn to teach until you’re in a 
classroom…you just learn those things as you go.  Nothing could have told me how to do it.”  
Contrary to other participants, this teacher has an internal locus of control as she believed she 
had to have actual classroom experience to become a better teacher, and preparation programs 
should not be responsible for teaching everything about the profession.  Emma, a first-year 
second grade teacher in a Title 1 school, understood that the first year of teaching would not be 
easy, and it was not unusual to have dilemmas because they come with any new job.  She 
explained,  
I don’t think the first year should be easy.  It should be hard.  If it were any career, it is 
still trial-and-error…So I think that we are going to have these hardships in these first 
couple of years because that comes with the territory.  We just have to come to these 
things [program], and try to figure out our situations. 
 
These comments suggest that teaching is not something that can be learned solely in preparation 
programs, and that taking part in early career vicarious experiences, such as teacher support 
groups, has the potential to improve teacher efficacy.  Even so, the majority of beginning 
teachers still feel unprepared to be effective teachers because of the many daily responsibilities 
they are faced with.  This leads to a more external locus of control as most teachers believe 
preparation programs are responsible for fully preparing them for the teaching profession. 
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Also discussing feelings of unpreparedness, Kathryn, a first-year first grade teacher, 
“…found in the first three months of teaching I would say to myself, ‘I wish I had paid more 
attention to that when I was student teaching.’…I do wish there had been more of her [instructor] 
telling me the forethought in that building of what’s going to come.”  Interestingly, this teacher 
had both an internal and external locus of control as she felt it was both her and her instructor’s 
responsibility to better prepare her for teaching.  This teacher also believed, “You do your best, 
but you just fail at it in a small way because you have never seen it done.  So much of teaching is 
done behind the scenes when you are student teaching and you are watching.”  She also talked 
about the reality in teaching: “…what we all miss in college…They try to show you how to do 
things, but then, no one even told me I’d have to go and teach a scripted curriculum…Then I 
went in and it was, ‘This is what you HAVE to do.’”   
Interestingly enough, these teacher preparation dilemmas which stress feelings of 
unpreparedness and being overwhelmed when beginning teaching, come from first-year teacher 
participants.  These dilemmas, in turn, affected their abilities to teach effectively, and their 
teacher efficacy.  As conversations of ‘whose job is it to prepare me’ arose, participants started 
recognizing that teaching is not something learned solely in teacher preparation programs; hence, 
moving from a more external locus of control, to an internal locus of control.  As stated by one 
participant, “You don’t learn to teach until you’re in a classroom.”   
Teacher burnout and staying in the teaching profession.  The previous issues 
regarding school culture, school policies and procedures, working with students and parents, and 
teacher preparation led teachers to feel extreme burnout and to question whether they should 
remain in the teaching profession.  For example, Khloe, a fourth-year K-5 ESL teacher who 
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serves mostly Spanish students, talked about how she struggled with staying in the teaching 
profession:  
…as a young teacher you feel like you always have to be positive.  You can’t say certain 
things or people start to doubt you…How do you make a career out of this?  How do you 
stay in teaching forever?  When do you know that it is time to shift courses and try 
something new?…I’ve hit this point where I don’t know if I want to do this forever.  How 
do you survive long enough if you are going to do it as a career?...There is not one person 
I see who has done it for 30 years who’s not crazy, or burned out, or coasting, or super 
stressed.  
 
The decision to stay in the teaching profession is not an easy one.  Instead of deciding to 
leave education altogether, some teachers become ‘movers’—they shift to a different school or 
field in education.  Rachel, a first-year second grade African-American teacher who teaches in a 
middle to upper class school, contemplated a personal struggle of staying at a school where kids 
need good teachers but had less flexibility, or going to a school that valued autonomy: “…the 
group of students I really wanted to work with was at a school in [city], and I was left choosing 
between that school and another school where I would have more autonomy.  Do I want to go 
where the students have my heart or what will develop me the best professionally?”  Kathryn, a 
first-year first grade teacher in a low SES school, responded, “…but the students in [city] that 
you’re talking about are the kinds of students that need strong creative teachers like us that have 
the energy and motivation to want to put their all into a classroom…”  When it comes to making 
choices about schools and teaching, Natalie, a third-year kindergarten teacher, strongly felt the 
power of affective states and being happy in teaching, “…happiness is key…if you’re not happy 
and you hate getting up and going to work, even though you love the kids…I think that’s a big 
piece in continuing to be a teacher.  You have to find that place where you love what you do and 
what’s going to make you happy.”   Seeing as Bandura stresses the importance of physiological 
states in efficacy development, and Perrachione et al. (2008) found that teachers who 
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experienced satisfaction at their school and/or satisfaction with the profession of teaching were 
more likely to remain; happiness seems to play a part in teacher efficacy. 
As teachers decide to remain in the teaching profession, the importance of current best 
teaching practices and continuous learning and professional growth is crucial.  For example, 
Kathryn, a first-year first grade teacher, stated: “I hope I never want to stop learning.  At this 
point in my career, I worry all the time about whether I’m doing the right thing or best 
practice…I constantly question myself.  I wish there were somebody in my room all the time 
watching me, telling me if I could be doing something better.”  According to Natalie, a third-year 
kindergarten teacher, “…good teaching is not a question of right methods or behaviors, but of 
problem-solving having to do with the teacher’s unique sense of self, as she finds appropriate 
solutions to carry out her own and society’s purposes…What’s good teaching one year may not 
be good teaching the next year because you are probably going to do something different.”   
Beginning teachers face various internal or personal struggles daily.  Surviving is a 
challenge as teachers try to juggle their many roles and responsibilities, all the while making sure 
they are doing what’s right as they try to become effective teachers.  As seen in the above 
comments, first-year and even more experienced teachers struggle with teacher burnout, which 
greatly affects teacher efficacy.  As increased demands are placed upon teachers, they feel the 
effects of burnout early on in their careers.  Thus, they question whether or not they are even 
meant for teaching.  Teacher efficacy can affect the decision of whether to stay in, leave, or 
move within the profession.  For those that stay, they know the challenges that lie ahead, and try 
to make sure they are happy, have a safe place to share the myriad of dilemmas they encounter, 
and keep up with the knowledge and skills of best teaching practices to benefit their students.  
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According to Bandura, these vicarious experiences and physiological states can, in turn, improve 
a teacher’s efficacy. 
Beginning teachers struggle with various school and classroom issues that can influence 
teacher efficacy.  These include school culture, school policies and procedures, parents, students 
and classroom management, teacher preparation, teacher burnout and staying in the teaching 
profession.  As shown in the previous examples, most dilemmas described reflect low teacher 
efficacy.  Furthermore, dilemmas reveal either an internal or external locus of control.  When it 
comes to teachers working with and managing students, the majority of teachers exhibit an 
internal locus of control.  Teachers feel it is in their power and control to effectively teach and 
manage students in the classroom, and they are responsible for student achievement.  However, 
teachers exhibit a more external locus of control when it comes to working with parents, teacher 
preparation, and teacher expectations.  Because teachers feel parents have a large influence over 
their children’s learning and achievement, teachers will often blame parents if students are not 
achieving.  Also, teacher expectations such as mandated testing and scripted curricula are factors 
teachers feel they are not in control of, and thus, should not be held responsible for.   
As new teachers enter their first teaching jobs, they can feel isolated and intimidated 
being the new teacher, and a positive school culture where trust and respect is prevalent is crucial 
to new teachers.  Having the needed support systems and comfort factor in sharing ideas and 
voicing opinions will not only benefit a teacher’s efficacy, but will also benefit student success.  
As teachers work with students, teachers with high efficacy will have the competence to 
establish and utilize necessary support systems to meet the needs of all their students in an 
environment that is conducive to learning.  Additionally, new teachers with high efficacy will 
have the confidence to engage parents in appropriately supporting their children’s learning.  
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Even though most participants feel it is the job of teacher preparation programs to fully prepare 
them for teaching, some realize that teaching is not something learned in coursework or 
internships.  The reality of teaching comes as they are truly enmeshed within their own schools 
and classrooms, as they tackle real-life day-to-day experiences and situations.  When this reality 
of teaching finally hits, it can greatly affect teacher efficacy.  Participants stressed the important 
role teacher preparation programs have in preparing them to be confident and competent teachers 
ready for the reality of teaching.  Unfortunately, many participants come out of their preparation 
programs feeling unprepared to be effective teachers and overwhelmed by the various demands 
of teaching.  As they try to survive and juggle the many roles and responsibilities they have, they 
can feel the effects of burnout, which can negatively affect their sense of efficacy.  Even so, as 
participants engaged in collaborative conversations of their practice dilemmas, they equally 
engaged in problem-solving strategies in response to these dilemmas.  Participants shared 
strategies, offered advice and empathy, which had the potential to enhance teacher efficacy.  The 
following are examples of problem-solving strategies provided by participants, and related 
dilemma updates from subsequent seminars. 
Problem-Solving Strategies and Related Updates 
As participants discussed their dilemmas related to teacher efficacy in their collaborative 
conversations, participants’ problem-solving strategies were evident as participants welcomed 
strategies from fellow teachers and looked to one another for advice.  Examples of corresponding 
problem-solving strategies discussed by the program participants, and related updates from 
subsequent program seminars participants attended are presented next.  These problem-solving 
discussions are analyzed using Bandura’s four components of efficacy development and Rotter’s 
Internal Locus of Control.  Participant contextual factors are also included.  
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School Culture.  Participant problem-solving strategies in response to school culture 
included complimenting colleagues, seeking administrative support, providing autonomy to TAs, 
and seeking collaboration and support from colleagues.  According to Bandura, these strategies 
are forms of his four sources of efficacy development which have the potential to improve 
efficacy.  The following examples portray these school culture problem-solving strategies and 
relevant updates from succeeding program seminars.  
School atmosphere.  As part of problem-solving strategies for improving school 
atmosphere, Tally, a first-year first grade teacher, wanted to make a point to admire what others 
were doing in their professional lives to improve staff morale.  She expresses a more internal 
locus of control as she feels she has the power to improve staff morale: “I’m going to make an 
effort to point out things I admire about the adults I work with, just like with my students.  There 
are strengths there even if they’re hard to find…”  This teacher went on to say, “When you have 
a good idea, they are going to be more receptive when you have complimented them.” 
Additionally, participants’ problem-solving strategies suggest that teachers have a more internal 
locus of control as they place responsibility on self to contribute to a positive school atmosphere 
where new teachers feel more comfortable speaking out and sharing with each other.  Teachers’ 
complementing each other’s teaching strategies as a form of Bandura’s verbal persuasion 
component, can, in turn, heighten teacher efficacy. 
Administration.  In the participants’ problem-solving discussions for a lack of 
administrative support, Taylor, a third-year kindergarten teacher stated: “If I’m going to have a 
meeting with someone, I make sure I go to them [administration] first and say, ‘Here’s what I 
need from you.  Here’s how I need you to be supportive.’”  This teacher reflected an internal 
locus of control as she felt it was her responsibility and within her control to seek administrative 
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support in the form of verbal persuasion.  Participants stressed the importance of seeking out 
administrative support since affirmation from principals was quite important to teachers’ feelings 
of efficacy.   
Colleagues.  Participants’ problem-solving strategies for colleagues also reflected 
Banduras components for improving efficacy.  In terms of working with a TA, Riley, a second-
year graduate with four years previous teaching experience, who was teaching in a high-needs 
school suggested, “Give her [TA] a few minutes on her own to give her some autonomy, and that 
will give you some time to free yourself from the worry.”  This suggested problem-solving 
strategy of providing the TA with more autonomy as an example of a vicarious experience can 
assist teachers in working with their TA.  This, in turn, can heighten teacher efficacy.  For 
example, in a subsequent program session, Riley revisited her dilemma and provided an update 
of feeling uncomfortable delegating tasks to her TA: “I felt uncomfortable asking her to do 
things and delegating tasks to her just because she is older and has more experience.  It has 
gotten better.  I’ve tried to set aside very practical things I can give her to do and putting it in a 
way that is, ‘I don’t have time to do this.  Can you do this?’  I feel more comfortable doing it that 
way.”  This updates shows how Riley, after support and encouragement from fellow participants, 
and strategies shared in a previous session, became more comfortable giving her TA more 
autonomy.  This seemed to positively influence her efficacy.  
As part of problem-solving in response to feeling intimidated sharing ideas with and 
speaking up against teammates, Kathryn, a first-year first grade teacher, suggested, “…go to 
someone you feel comfortable with and that’ll support your ideas so you feel like you have 
someone to voice those ideas with.  Then, in a friendly way, the two of you can think how to take 
it to everyone else in PLC.”  Other encouraging advice offered from Kristen, another first-year 
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participant, was: “Perhaps you could write your ideas down and give them to the teachers before 
you go in [to PLC] so they have a chance to look them over beforehand…They can be read off 
the paper and you won’t feel the intimidation of presenting.”  These problem-solving strategies 
such as talking to supportive colleagues and writing ideas down as forms of verbal persuasion 
and mastery experiences can reflect team collaboration, and hence, heighten teacher efficacy.   
In terms of collaborating with resource teachers, Heather, a second-year fourth grade 
participant, suggested, “You can pull out your curriculum and give it to her [resource teacher], 
and state your expectations…”  She also encouraged by saying, “One thing you need to 
remember is to try not to be so critical of yourself…Tell yourself that you’re a good teacher.”  
This strategy is a form of verbal persuasion.  Also part of problem-solving, Tori, a second-year 
third grade teacher, exhibited an internal locus of control in the form of a mastery experience as 
she believed it was her responsibility to seek help and collaboration: “Last year it was more of 
putting myself out there.  They weren’t coming to me, so I had to walk down the hall and at 
points felt vulnerable saying, ‘I need help and I want you to help me.’  That fostered building a 
relationship with another colleague and we would sit down.  I had to find my own way to build 
that up.”  These comments suggest that teachers understand the importance of collaborating with 
resource and other specialist teachers for the benefit of students, and feel responsibility should be 
placed on both the classroom teacher and resource teacher.  Too often new teachers feel they 
lack the expertise to work with students with special learning needs, and rely on resource 
teachers or specialists to assist in meeting these learners’ needs.  Even so, teachers can feel 
conflicted as to who is ultimately responsible for collaborating with these specialists. 
Participants’ problem-solving strategies suggest that in order to heighten efficacy, mastery 
experiences, such as physically seeking collaboration, are vital.  Teachers can also enhance their 
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efficacy through verbal persuasion, such as reminding themselves that they are doing all they can 
to help their students.  This reflects how encouragement from participants in the program 
seminars can help to enhance teacher efficacy. 
In summary, educators can play an active role in creating a safe, comfortable atmosphere 
where everyone is respected, ideas and opinions are heard and valued, and constructive 
collaboration exists by taking personal responsibility to support others through Bandura’s 
sources of efficacy development.  These include mastery experiences, such as seeking support 
and collaboration, and verbal persuasion, such as talking with administration and reminding 
themselves that they are competent.  The program seminars themselves reflect verbal persuasion 
as well since participants encouraged and empathized with each other. 
School Policies and Procedures.  In addition to school culture, Bandura’s components 
can positively impact teacher efficacy when it comes to school policies and procedures.  
Participant problem-solving strategies in response to school policies and procedures included 
open communication, supplementing curricula, and collaborating with other colleagues.  The 
following examples describe problem-solving strategies participants shared and related updates 
discussed in consequent seminars. 
Curricula and the “ideal” in teaching.  In response to having to use a scripted 
curriculum, Irene, a second-year kindergarten teacher in a low SES school, suggested a form of 
verbal persuasion as a problem-solving strategy: “Maybe you need to have that conversation 
with her [principal] about what is developmentally appropriate.”  Carrie, a first-year PreK 
teacher stated, “My literacy coach has let me supplement a lot.  I don’t know how open you all 
are to doing that, or if you’re allowed to do that at all.”  Demonstrating more confidence and a 
higher sense of teacher efficacy, Khloe, a third-year K-5 ESL teacher explained, “I feel confident 
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coming from a teacher education program and knowing what is right and what is wrong.  I feel 
confident in picking and choosing from the curriculum as I want to…I feel like I know what’s 
right.”  The strategies described are forms of mastery experiences as they require teachers to 
supplement curricula as part of teaching practices.   
As part of problem-solving in response to Irene’s dilemma of her school’s lack of 
curriculum, Heather, a first-year fourth grade teacher, suggested a vicarious experience in the 
form of collaboration: “Is there another teacher that you work with that you could maybe talk to 
and collaborate with?  I know as a first year teacher I do try to reach out to others and say, ‘I 
don’t know what I’m doing all the time,’ so just try to reach out to others to talk to.”  After 
voicing this problem-solving strategy, this dilemma was revisited in a subsequent program 
session.  It had taken a positive turn because of Irene voicing her concerns about a lack of 
curriculum to her administration and school district.  She was finally able to receive guidance 
from the newly assigned assistant literacy coach: “Our school had its evaluation from DPI for 
being a low-performing school.  We got our feedback and got an assistant coach for our K-2 
team…Now I have been planning and have a better idea of what my curriculum should look like 
to get my students where they need to be…”  Another teacher commended her for speaking up: 
“You did great speaking up and getting these things on the radar.  This also speaks well for us 
and for our teacher preparation program that we are well prepared for so many things.”  Irene’s 
follow-up suggested she had developed more confidence in speaking up about her curriculum 
and in her teaching practices possibly due to the strategies provided by fellow participants.  This, 
in turn, seemed to have improved her efficacy.   
Even though mandated curricula, or a lack of curricula, can interfere with teachers’ 
effectiveness and sense of efficacy, teacher efficacy can be enhanced through mastery and 
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vicarious experiences, and verbal persuasion in the forms of having conversations and 
collaborating with colleagues, and feeling confident to supplement scripted curricula as needed.   
Parents.  In addition to school policies and procedures, Bandura’s components can 
potentially heighten teacher efficacy when it comes to working with parents.  Participant 
problem-solving strategies in response to working with parents included understanding where 
parents are coming from and collaborating with parents.  The following examples illustrate 
problem-solving strategies discussed by participants, and relevant updates from subsequent 
program seminars.   
Trying to help participants understand that parents’ primary focus is on their child and 
not the teacher, Wendy, a third-year second grade teacher believed, “…you do have to remember 
that a lot of parents will listen to their child first, and that they take what their child says as the 
absolute truth, and you always hope that they’ll come to you and respect what you have to say as 
the adult…”  Paige, an African-American teacher with 34 years of experience, understood the 
power of emotions and affective states while teaching: “…understand that people are who they 
are, and the one thing we cannot do is change them.  So include an administrator, include another 
teacher, and QTIP, which is Quit Taking It Personally.”  The participants’ problem-solving 
strategies in the program seminars suggest a form of verbal persuasion, as they try to help each 
other understand where parents are coming from and that parents put their child first.  This can 
positively impact teacher efficacy.   
In a subsequent session, Tara revisited her dilemma and provided an update of trying to 
deal with her unsupportive parents.  The parents seemed to have improved their attitude towards 
her: “…I did talk to the mom who’s a little bit nicer…He’s [father] trying to be nice too, but I’m 
not going above and beyond for those parents.”  This update suggests that even though Tara’s 
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parents have improved their attitude towards her, her efficacy might have been compromised as 
she still did not feel positive about the situation.   
These comments suggest that many teachers are learning to collaborate with parents to 
overcome affective states that include feelings of disrespect and lack of confidence.  As parents 
and teachers come to respect each other’s expertise and collaborate with each other for the 
benefit of students, this can have a positive influence on a teacher’s efficacy.   
Students and classroom management.  Bandura’s four components can positively 
impact teacher efficacy when it comes to working with students.  Participant problem-solving 
strategies in response to working with students included communicating with parents, seeking 
out resources, staying positive about student progress, and knowing students.  The following 
examples depict problem-solving strategies and related updates discussed in successive program 
sessions. 
As part of problem-solving for working with high-need students, Kathryn, a second-year 
first grade teacher, stressed the importance of reaching out to parents: “One thing that I was 
terrible at being a first year teacher, I was too scared to call their parents when they [students] 
were being awful.  I don’t know if you have tried to reach out to parents to make sure that they 
know…”  As shown in the field notes, other participants agreed with this strategy of consistently 
communicating with parents and seeking out parent support.   
In a subsequent session, London revisited her dilemma and presented an update of 
working with her students with behavior challenges: “…what ended up happening is one of my 
students was moved out of my classroom…the one student that stayed in my classroom, he is 
doing much better…He receives EC resources…it helps to not have as many…this was just a 
‘slap in the face’ this year.  I learned a lot and I feel like I am a better teacher for it, but it has 
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been really hard…I have learned how I can get help from a lot of resources…”  Her efficacy 
seemed to have improved as she was able to utilize problem-solving strategies provided by 
fellow participants and seek out resources for support.  This resulted in her feeling better about 
both of her students with behavior and emotional challenges.  Emma’s sense of efficacy seemed 
to have improved as well as she provided an update on her dilemma of working with a student 
with autism in a subsequent program session: “My dilemma is resolved…What I did was I met 
with the autistic specialist in my county and she changed some things in my classroom.  It wasn’t 
so hard…I feel much better because he is getting instruction that is specific for him…”  Again, 
problem-solving strategies provided by fellow participants in previous sessions encouraged 
Emma to look for additional resources for support.  This seemed to have positively enhanced her 
efficacy as she felt better.   
In response to a dilemma about meeting the needs of all students, Heather, a first-year 
fourth grade teacher from an ethnically diverse middle to upper class school, empathized by 
saying, “It’s hard being a teacher because you are also a counselor and a social worker...You 
want to be there for all these kids and do everything for them, and it is exhausting.  It’s 
frustrating that you’re trying so hard and it’s still not enough for all your kids.”  Reflecting the 
power of emotions and affective states in teaching, one participant explained, “You have to look 
out for yourself and protect yourself too.  You can never solve the problems of the world or save 
all these students.  It’s hard to find the balance of being empathetic, but also protecting yourself 
from being so invested in your students so that you are not upset all the time.”  These comments 
suggest that teachers need to stay positive about student progress.  This can potentially heighten 
teacher efficacy as participants demonstrated verbal persuasion in the program sessions—
empathizing and encouraging each other. 
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As part of problem-solving in response to classroom management, Brooke, a third-year 
fourth grade teacher, stated: “There are a lot of things you can do but I think it is important to not 
give up…”  Kristen felt, “If you don’t know your kids, you’re not going to be able to manage 
your classroom.”  This statement shows how teachers exhibit an internal locus of control, as they 
feel it is in their power to effectively manage a classroom. 
As conversations related to students and classroom management ensued in the program 
sessions, teachers affirmed one another for persevering and continuing to try strategies to work 
with students and maintain control in their classrooms, which reflected their sense of internal 
locus of control and possibly heightened their efficacy.   
Teacher preparation.  Many teachers feel it is the responsibility of teacher preparation 
programs to fully prepare them for the realities of teaching in diverse contexts.  In response to 
feelings of unpreparedness to teach, Taylor, a third-year kindergarten teacher from a suburban 
school, would have liked to, “Have veteran teachers come in who were from different counties or 
different areas…”  Avery, a first-year second grade teacher from a high SES school, believed, 
“…it would be good to have an awareness of what you can do and what your resources are…I 
think more teacher preparation about going into the field and seeing yourself as a professional is 
a huge confidence booster...”  These strategies suggest that vicarious experiences, such as having 
veteran teachers talk with preservice teachers, can have an impact on teacher efficacy as 
preservice teachers move into the teaching profession.   
Teacher burnout and staying in the teaching profession.  Teacher burnout can have a 
profound impact on teacher efficacy.  As part of problem-solving and a form of vicarious 
experience, Carrie, a first-year PreK teacher in a low-income school, felt it was important to be 
able to come together as teachers and collaboratively talk about the personal dilemmas they 
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faced so as not to get burned out: “So often in our meetings with teachers we feel like we have to 
talk about our students and not how we are feeling as teachers…I feel that it’s so important for us 
to share so we don’t get bogged down with all these dilemmas.  I feel really lucky to have had 
this [program] this year as my first year.”  This comment reflects how support groups as a form 
of vicarious experience, such as the program seminars, can be a likely avenue to increase teacher 
efficacy. 
Even though beginning teachers struggle with various dilemmas, a variety of problem-
strategies were provided by participants that encompassed Bandura’s four sources for developing 
efficacy.  In their collaborative conversations, efficacy seemed to improve as participants 
provided strategies to assist fellow participants with dilemmas, offered advice, and empathized 
with each other.  Moreover, efficacy also seemed to heighten through the program seminars 
themselves as a community of new teachers was established.  Examples of problem-solving 
strategies provided by participants included seeking support from and collaborating with 
colleagues, seeking support from parents, supplementing curricula, participating in teacher 
support groups, reminding self of student progress, and being happy.  These problem-solving 
strategies, which relate to Bandura’s components for developing efficacy, appeared to positively 
influence teacher efficacy as teachers become more confident in utilizing the strategies in their 
practices. 
Collaborative Conversations as a Strategy for Promoting Teacher Efficacy 
Another indication of teacher efficacy was reflected in participants’ whole group 
discussions and feedback comments.  During the afternoon of the last program session each year, 
participants were involved in a whole group discussion facilitated by the project Research 
Assistant.  These continued discussions with colleagues suggest that the program sessions are a 
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viable model in terms of collegial support and networking, and are important for beginning 
teachers’ efficacy.  During the whole group discussion, participants had the chance to discuss 
what support systems teachers needed, strengths of the sessions, and how sharing dilemmas with 
colleagues helped participants think about their own practices.  Focusing on teacher efficacy, 
participants shared some insight as to how the program sessions served as a support system that 
validated their practice and created self-worth.  A first grade teacher commented, “…it’s all 
about validation…we came here and we would talk about our problems in the classroom…it 
created such a sense of empathy.  Whether it was actually happening to you or not, you could 
relate to whatever anyone was saying…It’s created a sense of self-worth.”  An experienced 
teacher reflected, “…hearing that other people had that common thread, it helped me understand 
that it’s not personal.” 
Participants also expressed strengths of the program sessions in reflective feedback 
comments, such as having a safe space for valuable conversation and boosting confidence 
through validation.  A kindergarten teacher stated, “…the opportunity to talk freely without any 
barriers or feeling confined…this is a safe environment.  I felt completely comfortable to say 
whatever I wanted to and that I’d be respected and heard and people would offer support.  I think 
that was really powerful.”  A first grade teacher described how her, “…experience in the first and 
second years [of the program] was very different.  It helped me feel like a better teacher.  This 
self-efficacy of being a teacher was proof.  I value the conversation.”  Another teacher believed, 
“It was nice to come here and think, ‘Other people are going through this at the same time as 
me.’  It was a confidence boost.”  Once participant stated, “The discussion of my dilemma 
reinforced that I was already doing much of what I could to solve the issue.  It strengthened my 
confidence as a professional.”  Other participants felt, “It helped me realize that I need to feel 
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good about everything I am doing.”  Thus, these comments suggest that the program sessions 
served as a support system for new teachers to potentially enhance their efficacy through 
Bandura’s components, as the support groups provided a form of vicarious experience with 
verbal persuasion and physiological states where participants felt confident, comfortable, 
respected, and valued.   
Summary  
Results indicate most beginning teachers have low teacher efficacy when it comes to their 
effectiveness.  As shown in the dilemmas provided, beginning teachers, regardless of experience, 
grade level and school context, struggle with various school and classroom issues that affect their 
efficacy.  Factors such as school culture, parents, students, and teacher burnout can positively or 
negatively affect teacher efficacy.  Accordingly, school policies and procedures, and skills 
learned in teacher preparation programs can positively or negatively affect efficacy as well.  
When it comes to teachers feeling in or not in control over teaching practices, the majority of 
teachers exhibit an internal locus of control when it comes to working with and managing 
students.  Teachers feel it is in their power and control to effectively teach and manage students 
in the classroom, and they are responsible for student achievement.  However, teachers exhibit a 
more external locus of control when it comes to working with parents, teacher preparation, and 
teacher expectations.  Because teachers feel parents have a large influence over their children’s 
learning and achievement, teachers expect parents to collaborate and establish positive working 
relationships with teachers for the benefit of their students, and will often blame parents if 
students are not achieving.  As teachers feel they are in control when it comes to things being 
done solely in the classroom (internal locus of control), they believe parents have the control out 
of the classroom (external locus of control).  Also, teacher expectations such as mandated testing 
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and scripted curricula are factors teachers feel they are not in control of, and thus, should not be 
held responsible for.   
In their collaborative conversations, teachers provide problem-solving strategies 
encompassing Bandura’s four sources for developing efficacy: mastery and vicarious 
experiences, verbal persuasion, and physiological/affective states.  Mastery and vicarious 
experiences included seeking support from and collaborating with colleagues, seeking support 
from parents, supplementing curricula, and participating in teacher support groups.  According to 
Bandura, these experiences provide the greatest opportunity to improve efficacy as teachers are 
fully enmeshed in their school and classroom practices.  Verbal persuasion included speaking 
with colleagues and administration, and reminding self of student progress.  The power of voice 
can have a profound influence on teacher efficacy as teachers become more confident in 
speaking up against negative situations.  Being happy and the strategy of ‘Quit Taking It 
Personally’ (QTIP) were part of physiological states in teaching.  These physiological states are 
critical in teaching as teachers’ emotions can impact behaviors, attitudes, practices, and 
effectiveness.  Furthermore, the program seminars themselves, as a form of vicarious experience 
and verbal persuasion, could have promoted teacher efficacy as a community of teachers was 
established where strategies were provided, confidence was boosted, and everyone was heard, 
valued and respected.  Teachers’ problem-solving discussions reflected that teachers who have 
high teacher efficacy expectations will express they are confident in their own abilities to teach, 
and are equally confident in how well students will achieve in their learning.  These teachers 
believe they are competent enough to develop strategies for overcoming obstacles to student 
learning, and have the capacity to positively affect student performance.   
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CHAPTER 5: DISCUSSION 
 
 This study sought to explore new early childhood and elementary teachers’ perceived 
efficacy based on collaborative conversations of their self-identified practice dilemmas using a 
model of new teacher support.  The study’s results indicated that teacher self-identified efficacy 
dilemmas and corresponding problem-solving strategies related to Teacher Efficacy integrates 
both Personal Teaching Efficacy and General Teaching Efficacy.  Personal teaching efficacy is 
defined as a teacher’s beliefs in his or her individual capabilities to perform specific teaching 
tasks at a specified level of quality in a specified situation.  General teaching efficacy is the 
belief that student learning can or cannot be influenced by effective teaching.  This chapter 
begins with how teacher efficacy is emphasized in participants’ practice dilemmas, and how 
personal and general teaching efficacy issues are not necessarily mutually exclusive, as issues 
were frequently integrated.  Contextual factors influencing teacher efficacy are discussed as well 
as how teacher efficacy is improved through the teacher participants’ problem-solving 
discussions.  Furthermore, the chapter links the study’s results with Bandura’s Social Cognitive 
Theory and Rotter’s concept of Locus of Control.  However, even though Locus of Control was 
used throughout the study’s results, it was found that this concept was not as informative to the 
understanding of the data and teacher efficacy as much as Bandura’s Social Cognitive Theory.  
Rotter’s Locus of Control was most helpful in understanding teacher efficacy relative to 
teachers’ self-reported dilemmas, and Bandura’s theory was most helpful in understanding 
participants’ problem-solving discussions.  Implications and limitations of the research, and 
proposed future research conclude the chapter.   
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Decreased Teacher Efficacy Highlighted in Teacher Practice Dilemmas   
 Teacher participants discussed their dilemmas ranging from issues related to school 
culture—which includes colleagues and administration—school policies and procedures, parents, 
students, teacher preparation, teacher burnout and staying in the teaching profession.  These 
teacher dilemmas demonstrated a perceived lack of skill and confidence in teacher efficacy.  For 
example, one participant discussed her dilemma related to working with a student with behavior 
challenges.  Her lack of teacher efficacy was emphasized as she explained how she felt 
overwhelmed being responsible for all of the students in her classroom.  This participant 
discussed strategies she could use to best support students with behavior issues in her classroom, 
but, in turn, felt discouraged that she could not give enough attention to her other students.  
Another example of how a lack of teacher efficacy was highlighted was when a participant 
explained how she felt her students’ parents were unsupportive.  This participant talked about 
trying to collaborate with parents focusing on children’s success, despite feeling disrespected by 
the parents.  Additionally, one participant explained how lack of administrative support hindered 
her from effectively teaching her multi-age combination class.  She looked to her administration 
for support and assistance in how to teach her class the best way in order to meet various age 
levels and learning needs, but felt she did not receive the needed support.  Hence, this teacher’s 
lack of efficacy was clear as she was felt she was being blamed for the difficulties she was 
experiencing in teaching.  Another participant discussed a particularly negative situation when 
she expressed a different opinion on grading than her grade level teammates.  Her dilemma of 
disagreeing with colleagues on grading policies turned out to have a particularly negative affect 
on her efficacy.  Thus, teachers’ practice dilemmas related to working with students, parents, 
administration, and colleagues demonstrated a lack of teacher efficacy.  However, the 
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opportunity exists for teachers to heighten their efficacy by utilizing Bandura’s four components 
of efficacy development as demonstrated in the teachers’ problem-solving discussions.  
Teacher Characteristics and Contextual Factors Influencing Teacher Efficacy 
 Participants’ dilemmas and problem-solving strategies were affected by a number of 
teacher characteristics and contextual factors.  These factors included race, number of years’ 
experience, grade level taught, and classroom/school diversity.  Results indicated that most 
beginning teachers, regardless of race, experience, grade level and school context, struggled with 
various school and classroom issues, resulting in low efficacy as evidenced by their dilemmas.  
These issues included school culture, school policies and procedures, parents, students, and 
teacher burnout.  For example, a first-year PreK teacher in a predominantly African-American 
school described how she felt uncomfortable delegating tasks to her veteran teaching assistant 
because she was the younger teacher.  Her comments reflected a lack of confidence in 
confronting and challenging her veteran TA’s practices, which suggested a low level of efficacy.  
Additionally, a second-year fourth grade teacher from a middle to upper class school stated how 
she was having a hard time working with her parents because she felt disrespected by them just 
because she was a young teacher; this resulted in her having feelings of low efficacy.  Again, 
most teachers, regardless of their experience, grade level, and school context struggled with an 
array of challenges, which resulted in low teacher efficacy.   
 Conversely, there were instances of high teacher efficacy in participants’ conversations. 
Participants with a higher level of teacher efficacy expressed more confidence in resolving 
dilemmas.  High efficacy was exhibited by teachers in their first year of teaching, as well as by 
teachers with more years of experience.  For example, a third- year K-5 ESL teacher discussed 
taking ownership of her classroom practices and ultimately doing things her own way since she 
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felt confident in choosing her curricula to best support her students.  Thus, she exhibited higher 
teaching efficacy in the form of a mastery experience of supplementing her curricula to meet the 
needs of her students.  Other examples of high teacher efficacy came through in the forms of 
verbal persuasion and mastery experiences.  These included a teacher who felt it was important 
to constantly remind herself that she was a good teacher to build self-confidence, and a 
participant who would frequently seek out collegial collaboration to enhance efficacy.  Hence, 
collaborative conversations indicated that some participants, with varying years of experience 
and in a variety of grade levels and diverse school contexts, exhibited high levels of teacher 
efficacy.   
Inter-Relatedness of Personal and General Teaching Efficacy  
Based on participants’ collaborative conversations, teacher efficacy encompasses both 
personal and general teaching efficacy.  Personal teaching efficacy is defined as a teacher’s 
individual beliefs in his or her capabilities to perform specific teaching tasks at a specified level 
of quality.  General teaching efficacy is the belief that student learning can or cannot be 
influenced by effective teaching.  According to Bandura (1997), regardless of a teacher’s 
confidence in his or her own teaching abilities (PTE), there is not always an equal confidence in 
how well students will achieve in their learning through effective teaching practices (GTE).  
Conversely, general teaching efficacy by itself overlooks the unique role played by teachers’ 
beliefs in their ability to perform the wide variety of teaching tasks required in various teaching 
and learning contexts (Bleicher, 2007).  Therefore, general teaching efficacy and personal 
teaching efficacy beliefs produce the outcome of a teacher’s actions.  For example, a participant 
who had a child with autism in her class had great concerns about his not moving into third 
grade, and felt she personally did not have the skills and knowledge to teach the child in an 
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appropriate manner.  Thus, not only was her personal teaching efficacy low, but her general 
teaching efficacy was low as well because she felt her lack of education regarding children with 
autism and ways to support them in the classroom.  Another participant discussed how her own 
particular skills in managing a classroom were less than adequate (PTE), which hindered her 
from getting to know each of her students and effectively teaching with the end goal of 
promoting student achievement (GTE).  As shown in these examples, Teacher Efficacy 
dilemmas included both PTE and GTE dilemmas, and how participants’ PTE and GTE were 
affected concurrently in particular teaching situations.   
Rotter’s Internal versus External Locus of Control 
 In addition to Bandura’s Social Cognitive Theory, Rotter’s Locus of Control was used as 
a framework throughout the study’s results.  However, it was found that this concept was not as 
informative to the understanding and analysis of the data on teacher efficacy as Bandura’s Social 
Cognitive Theory.  Rotter’s Locus of Control was most helpful in understanding teacher efficacy 
relative to teachers’ self-reported dilemmas. 
 According to Rotter, a person’s “locus,” or “place,” is conceptualized as either internal 
(the person believes they can control their life) or external (the person believes their decisions 
and life are controlled by environmental factors which they cannot influence, or by chance or 
fate).  Thus, teachers’ efficacy dilemmas as reflected in their collaborative conversations also can 
be shown as either internal (teacher controls) or external (teacher cannot control, or 
uncontrollable).  For example, a teacher might believe they are fully responsible and in control of 
managing their classrooms; hence, exhibiting an internal locus of control.  Conversely, a teacher 
who feels incorporating district mandated curricula does not allow for autonomy will exhibit an 
external locus of control, as they feel this type of curricula is out of their control.   
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 In regard to teachers feeling in or not in control over teaching practices, the majority of 
teachers, regardless of number of years’ experience, exhibited an internal locus of control 
relative to working with students and managing their behaviors.  Teachers felt it was in their 
power and control to effectively teach and manage students in the classroom.  Thus, they felt 
responsible for student achievement.  However, teachers, regardless of experience, exhibited a 
more external locus of control related to issues of working with parents, teacher preparation, and 
teacher accountability.  Because teachers feel parents have a large influence over their children’s 
learning and achievement, teachers expect parents to develop and maintain positive working 
relationships with teachers for the benefit of their students.  Teachers, thus, blamed parents if 
students were not achieving.  Teachers felt in control when it came to things being done solely in 
the classroom (internal locus of control), however, they believed parents had control out of the 
classroom (external locus of control).  In regards to teacher preparation, teacher participants 
stressed feelings of unpreparedness and being overwhelmed when beginning teaching.  These 
teachers exhibited a more external locus of control as they believed teacher preparation programs 
were responsible to educate and prepare them for the teaching profession.  Also, teacher 
accountability through mandated testing of students was part of the uncontrollable factors 
teachers felt they were not in control of, and, thus, should not be held responsible for; hence, 
demonstrating an external locus of control.  
Improving Teacher Efficacy through Problem-Solving 
 Teacher efficacy potentially can improve if teachers are provided strategies to develop 
and enhance their efficacy.  In fact, Yost (2006) explained that “resilient teachers can think 
deeply, problem-solve, and feel confident in their ability to meet the needs of their students.  
This leads to high levels of efficacy, which in turn leads to greater persistence and risk-taking” 
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(p. 74).  As discussed in the literature, Bandura (1997) states that self-efficacy and outcome 
expectations are shaped by four sources of information: (a) Mastery experiences, (b) Vicarious 
experiences, (c) Verbal persuasion, and (d) Physiological and affective states.  In their 
collaborative conversations, participants’ problem-solving strategies provided a number of 
opportunities for efficacy development utilizing these four sources.  Mastery experiences 
included seeking assistance from other colleagues, supplementing curricula, and engaging in 
teacher support groups.  According to Bandura, these problem-solving experiences provided 
through the new teacher support model have the greatest potential to positively impact new 
teachers’ efficacy as they were practical experiences of teachers in the classroom.  Vicarious 
experiences involve interactions and relationships between new teachers and more experienced 
teachers.  For example, interacting in a positive and supportive manner with veteran colleagues, 
such as grade-level teammates and teaching assistants, were forms of vicarious experiences 
provided in participants’ problem-solving conversations.  These experiences have the potential to 
positively influence teacher confidence.  As verbal persuasion involves developing efficacy 
through talk and conversation, problem-solving strategies included speaking with colleagues and 
administration.  Emotional arousal, or affective states, relays emotive information which can 
influence efficacy.  For example, being happy and the strategy of QTIP were part of 
physiological and affective states in teaching.  Hence, teacher’s affect related to teacher efficacy 
was clearly influenced by teaching experiences, collaborations with other colleagues, and the 
state of teachers’ emotions while teaching (e.g., energized, stressed).  Furthermore, the new 
teacher support seminars themselves, as forms of vicarious experience and verbal persuasion, 
could have heightened teacher efficacy as a community of teachers was established where 
everyone was heard, valued and respected.  Teachers who had high teacher efficacy expectations 
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expressed their confidence in their own abilities to teach, and were equally confident in how well 
students learned.  These teachers believed they were competent enough to develop strategies for 
overcoming obstacles to student learning, and had the capacity to positively affect student 
performance. 
 Teachers’ continued problem-solving in subsequent program sessions seemingly 
improved teacher efficacy of fellow participants, as participants confronted one another and felt 
more confident in the resolution of dilemmas from one session to another.  For example, one 
participant provided an update of her previous discomfort of delegating tasks to her veteran TA 
because she was a younger teacher.  However, through encouragement and problem-solving 
strategies from her fellow peers, she found ways to delegate particular tasks to her TA that were 
more comfortable for her.  Another participant’s actions of speaking up and having one of her 
extreme behavior students removed from her classroom increased her sense of efficacy as she 
felt more in control.  Another participant appeared to have developed a greater sense of efficacy 
after she voiced her concerns to her administration and school district about not having any 
resources for curriculum planning.  Partly because of her actions, her school was provided with 
an assistant coach to assist with curriculum planning.  Since fellow program participants 
encouraged her to voice her concerns about planning, she felt confident in confronting her 
administration about needed changes.  These problem-solving sessions appeared to enhance 
teachers’ sense of efficacy, making them more confident to confront their teaching challenges in 
their respective schools. 
 Moreover, it appeared the program sessions seemed to have improved teacher efficacy as 
shown in whole group discussions and participants’ feedback forms.  For example, participants 
frequently commented they felt empowered and empathetic, and their dilemmas and ideas were 
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valued and respected.  The sessions created a sense of “self-worth” and “validation” as 
participants shared experiences.  Teachers also felt the sessions were a “confidence boost” as 
they felt they were doing “good things” in the classroom, and a sense of “empowerment” was 
established because ideas were heard and fellow participants could share helpful strategies.  
Thus, it can be said that teacher efficacy seemed to have improved for some teachers as they 
participated in collaborative conversations in the program sessions since the sessions could have 
influenced teachers’ affective states, confidence, and overall sense of efficacy. 
 In summary, results revealed teacher efficacy dilemmas were integrated to include both 
PTE and GTE dilemmas.  Additionally, beginning teachers, regardless of experience, grade level 
and school context, struggled with various school and classroom issues affecting their efficacy.  
Unfortunately, most teacher participants indicated low levels of efficacy when describing their 
dilemmas, which may have made participants feel vulnerable.  Even so, there were examples of 
teachers experiencing higher levels of efficacy, regardless of teaching experience, grade level, 
and school context.  For example, a third year teacher felt confident to supplement her mandated 
curriculum in order to best meet her students’ needs.  When it came to teachers’ autonomy in 
their teaching practices, the majority of teachers, regardless of number of years’ experience, 
exhibited an internal locus of control when it came to working with and managing students.  
These teachers felt responsible for student achievement.  However, teachers exhibited a more 
external locus of control when it came to working with parents, teacher preparation, and teacher 
accountability.  These teachers blamed parents if students were not achieving, believed teacher 
preparation programs were responsible to educate and prepare them for the teaching profession, 
and felt they were not in control of teacher accountability through mandated testing.   
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 In their collaborative conversations, teachers provided problem-solving strategies 
encompassing Bandura’s four sources for developing efficacy.  Mastery and vicarious 
experiences participants provided included interacting with colleagues in a positive manner and 
supplementing scripted and mandated curricula.  Verbal persuasion experiences recommended 
by participants included speaking with colleagues for collaborative support and speaking with 
administration about challenges in the classroom.  Being happy and the strategy of QTIP were 
part of affective states in teaching that participants recommended.  As problem-solving strategies 
provided amongst the seminar participants were significant and prevalent, it seemed their 
recommended strategies helped to improve teacher efficacy and instill a sense of empowerment 
among teachers.  Participants revealed they felt safe and comfortable expressing their dilemmas, 
and providing problem-solving strategies that created a sense of self-worth and boosted 
confidence. 
Conclusions and Future Prospects 
 There are several factors affecting beginning early childhood and elementary teachers’ 
efficacy.  Teachers’ self-identified dilemmas related to their efficacy produced in collaborative 
conversations included school culture, school policies and procedures, students’ behaviors and 
learning differences, classroom management, overprotective and disrespectful parents, teacher 
preparation and accountability, and teacher burnout and the resulting dilemma of whether to 
remain in the teaching profession.  Teachers’ collaborative conversations reflected empathy as 
well as ideas and strategies to resolve dilemmas, which appeared to result in teacher 
empowerment and increased efficacy.  Furthermore, as part of affective states, participants’ 
updates revealed that many “felt better” about their daily practice dilemmas, and more validated 
and confident, which seemingly led to a higher sense of efficacy.  
 99 
 
Implications 
 Practice.  Although teaching involves intensive interactions with children and youth, 
ironically the work of teachers is largely done in isolation from colleagues (Ingersoll & Smith, 
2004).  Beginning teachers require a variety of supports as they face the constant demands and 
challenges of teaching.  They are continuously learning and developing their efficacy by actively 
teaching, participating in support groups and/or mentoring experiences, and working with 
colleagues, students, and parents.  Learning communities and support groups can provide a safe 
place where teachers can share and reflect on their teaching through the use of collaborative 
conversations to heighten teacher efficacy, which, in turn, may empower teachers.  Such teacher 
support efforts may, in fact, improve the teaching and learning process leading to better student 
outcomes and, perhaps, a reduction in teacher attrition.   
 A Critical Friends Group model (National School Reform Faculty [NSRF], 2000), such 
as the new teacher support program discussed, is an example of a learning community which 
supports teacher efficacy.  Designed to build collaboration with colleagues through the use of 
conversation, this arrangement purports to develop supportive environments for teachers while 
they develop and improve their teaching strategies, and thus, enhance their efficacy.  A CFG is a 
professional learning community consisting of a small group of educators who come together 
and are committed to improving their practice through collaborative learning.  Critical Friends 
Groups are designed to create a professional learning community, make teaching practice 
explicit and public by “talking about teaching,” help people involved in schools to work 
collaboratively in reflective communities (Bambino, 2002), and establish a foundation for 
sustained professional development based on a spirit of inquiry (Silva, 2002).  Furthermore, 
CFGs provide a context for teachers to build relationships with peers, so thoughts and beliefs 
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about teaching and learning can help educators improve their teaching and learning.  Teachers 
should have the opportunity to regularly participate in these types of communities, or have the 
opportunity to create their own with trusted and supportive colleagues.  Likewise, mentorship 
programs where novice teachers learn through mastery and vicarious experiences from expert 
teachers should be a necessity.  Learning communities and support groups can likely be an 
avenue to increase teacher efficacy by engaging in what Florio-Ruane and Clark (1993) describe 
as “authentic conversation.”  The program seminars provided a forum for the beginning teachers 
in this study to engage in authentic conversations of their practice dilemmas.   
 Policy.   
 Teacher preparation programs.  This study provided some information about novice 
teacher evaluations of their preservice teacher education experiences relative to their becoming 
confident and successful educators.  According to Chang (2009), studies during the last 40 years 
(e.g., Hermanowicz, 1966; Benz, Bradley, Alderman, & Flowers, 1992; Muijs & Reynolds, 
2001; Mulholland & Wallace, 2001) indicated that teachers have revealed their teacher training 
did not prepare them to be effective teachers.  Lack of relevant training could contribute to 
beginning teachers’ low levels of efficacy and teachers who lack confidence in their capabilities 
and are uncertain about their future teaching tasks, as evidenced in the participant dilemmas from 
this study.  For example, many participants felt unprepared and overwhelmed when they began 
teaching.  As such, teacher preparation programs could play an important role in fostering the 
resiliency and persistence novice teachers need to ensure high levels of efficacy and success 
during their initial years of teaching.  For instance, shadowing and interviewing teachers 
regarding their multiple tasks and roles at the beginning of their teacher education curriculum 
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could be expanded as students engage in more in-depth field-based work integrated with teacher 
education courses.    
 In fact, according to Marshall & Marshall (2003), changes in teacher preparation 
programs should include increasing the amount of time education students spend in field-based 
classroom activities while also starting students in field-based activities earlier than their teacher 
preparation program.  In addition, beginning teachers stressed the importance of courses and 
experiences focused on classroom management and working with diverse students and their 
families (Marshall & Marshall, 2003).  Cantrell et al. (2003) believe teacher education courses in 
particular need to focus on Bandura’s strategies for increasing efficacy.  They suggest teacher 
preparation programs need to provide: (a) early vicarious experiences for preservice teachers in 
the form of field experiences; (b) many opportunities for mastery experiences; and (c) a 
community of learners within methods classes leading to a safe climate for risk-taking and 
positive physiological and emotional arousal. 
 In terms of field experiences, a study done by Rushton (2000) disconfirmed earlier 
findings (Lantz, 1964) that interns need to be placed in nonthreatening classrooms to foster the 
development of their personal teaching efficacy.  He found that the intensity of practice teaching 
in inner-city schools actually increased the development of teacher efficacy.  Haberman (1995) 
also argued that teachers should practice teaching in the most challenging settings, so they will 
be prepared to teach in those settings.  Furthermore, teachers need to be prepared for the 
obstacles they face in the reality of teaching.  Some clear obstacles for the beginning teachers in 
this study is related to scripted curricula and collaborating with colleagues.  Thus, teacher 
preparation programs should include courses focusing on Bandura’s sources of efficacy 
development to include mastery and vicarious experiences in overcoming these obstacles to 
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teaching, complete with practice teaching in challenging settings, so as to prepare teachers for 
the reality of teaching in diverse areas.   
 Teacher induction programs.  In addition to quality and relevant preservice teacher 
education, new teachers also need strong and consistent mentoring and support during their early 
years of teaching to develop and enhance their efficacy.  Research documents that new teachers 
struggle in their first few years in the classroom with both environmental and people related 
issues (Ingersoll, 2003; Kelly, 2004; Luekens, Lyter, & Fox, 2004).  These issues often include 
classroom management, differentiated teaching and assessment strategies to accommodate for 
diverse student learning styles and abilities, student motivation, and collaboration with other 
colleagues and parents (Veenman, 1984).  New teachers’ behaviors and teacher efficacy are 
strongly influenced and affected by these variables as evidenced by participant dilemmas related 
to working with colleagues, students, and parents.   
 Teacher induction refers to support and orientation programs for beginning teachers.  The 
theory behind induction holds that teacher preparation is rarely sufficient to provide all of the 
knowledge and skills necessary to successful teaching and a significant portion can be acquired 
only while on the job (Feiman-Nemser, 2001; Ganser, 2002; Gold, 1999).  Hence, there is a 
necessary role for schools in providing an environment where novices are able to learn the craft 
of teaching and survive and succeed as teachers.  Teacher retention has clear benefits and is 
supported through induction; however, the mere presence of induction programs is not enough to 
ensure competence (Fry, 2007).  Thus, professional development as part of induction may 
enhance beginning teachers’ efficacy (Fry, 2009).  
 According to Lopez, Lash, Schaffner, Shields, & Wagner (2004), key components of an 
effective induction program include: (a) building relationships; (b) providing a supportive, 
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collegial work environment; (c) intensive and ongoing professional development; and (d) an 
external network of teachers.  Thus, support groups like the program seminars can likely be an 
avenue to increase teacher efficacy by engaging a network of like-minded teachers in 
collaborative conversations of challenges they face as beginning teachers.  As a campus-
community collaboration model including university personnel and teacher alumni, this model 
can serve as part of necessary induction efforts to support teachers and improve efficacy.  
Participants unanimously agreed the program sessions were useful in terms of giving and 
receiving empathy, encouragement, support, ideas and strategies, and outside and unbiased 
opinions.  It was a place to “feel safe” and have an “open discussion without being punished” 
since a sense of camaraderie and understanding among participants was established.  Participants 
realized they were not alone when it came to issues in the school or classroom, and they were, 
“…encouraged by having the opportunity to talk with other ‘young’ teachers.”   Sharing 
dilemmas made participants “feel better” and helped to boost confidence as well.  Hence, 
because new teachers struggle in the first few years with various issues such as working with 
colleagues and parents, support and induction efforts are necessary to assist teachers through 
these challenges and develop high teacher efficacy.  The program model can serve as a support 
system for new teachers to enhance their efficacy. 
 Current political context.  Current federal and state political contexts are critical in 
attracting and retaining good teachers.  Unfortunately, there have recently been a number of 
circumstances and initiatives contributing to the state’s possible ‘mass teacher exodus.’  
According to the state’s Annual Report on Teachers Leaving the Profession (2013), the number 
of teachers leaving the classroom in the state reached a five-year high during the 2012-2013 
school year.  The report stated school systems throughout the state had an average teacher 
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turnover rate of 14.33 percent last year.  The report comes after the state legislature passed a new 
budget that gutted many teacher benefits including teacher tenure and pay increases for teachers 
with masters degrees (Klein, 2013) and national board certification.  To make matters worse, the 
state’s educators are already some of the lowest paid in the nation, an appalling 46th-place 
ranking.   
 Clearly these courses of action do not positively affect teacher efficacy, as they will 
likely hinder a teacher’s self-worth.  Voicing her concerns in her blog (Mgongolwa, 2014), a 
teacher education graduate discusses her personal struggle of continuing to teach within the 
current political context:  
Not only does this plan continue to attempt to place a divide and hierarchy in schools, but 
it also follows outdated beliefs that the sole measure of success of a student is in how 
teachers perform.  And if you constantly tell teachers they are unworthy, or that they 
should be competitors, rather than coworkers, everyone will suffer.  It puts energy into 
correcting teachers and demeaning them while ignoring the myriad of problems we are 
facing: too much testing, too thin of budgets, etc.  [State] is already one of the worst 
states to become a teacher.  I have many friends who’d like to move back but do not feel 
comfortable doing so.  I may be part of the 14.33 percent who might leave the teaching 
profession in [state], but I clearly do not want to.  I simply want to have a profession that 
is spiritually enriching and also in which I make a difference.   
 
Clearly this teacher seems to feel valueless in a valuable profession as she states she might leave 
teaching because she feels she is not being respected and appreciated. 
Limitations 
 
 There were several limitations to this study.  First, because five participants from year 
two did not consent to the larger project, these participants had to be excluded from this study.  
Therefore, 37 instead of 42 participants were studied.  Second, participant demographic data is 
incomplete.  This is due to not obtaining complete data from each participant from the larger 
project.  Third, missing data was not included as part of analysis.  Missing data includes a whole 
group discussion transcript from year three of the project.  Fourth, inter-rater agreement was 
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established using approximately one-third of transcript data, not all data.  Additionally, inter-
rater agreement was established with the researcher and an informally trained Research Assistant 
with no previous qualitative coding experience.  Fifth, since feedback forms were given and 
received anonymously, it is unknown whether this data came specifically from early childhood 
and/or elementary education participants, as opposed to middle grades or secondary participants 
from the program sessions.  Sixth, final analysis and interpretation of results were conducted by 
the researcher and are subjective, since researcher role and positionality can create bias in 
analyzing and interpreting data.  Lastly, results are not generalizable to other populations.  
Hence, this study could have been improved by seeking consistent demographic data from 
participants across the multiple years, ensuring complete transcripts of all sessions, establishing 
inter-rater agreement using all data with an experienced researcher, and utilizing feedback data 
reflecting only early childhood and elementary education participants.   
Future Research   
 Possibilities for future research include additional data sources and participants, and 
participant follow-up.  Additional data sources would consist of teacher efficacy instruments, 
such as Tschannen-Moran and Woolfolk Hoy’s (2001) Teachers’ Sense of Efficacy Scale (TSES) 
or Gibson and Dembo’s (1984) Teacher Efficacy Scale.  These instruments are designed to better 
understand the circumstances causing difficulties for teachers in their school activities.  
Questions such as, “How much can you do to get through to the most difficult students?” and 
“How much can you do to control disruptive behavior in the classroom?” are measured on a 
scale of 1-9 in terms of teacher efficacy.  In addition to utilizing the current data, these 
questionnaires could be given to participants to further determine their sense of teacher efficacy; 
thus, adding value as a mixed design study.  These instruments could also supply substantial 
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information on teacher efficacy if given to preservice teachers at the end of their teacher 
preparation programs, beginning inservice teachers, and more experienced teachers.  
Furthermore, systematic research to determine the most effective support programs for novice 
teachers toward developing a strong sense of teacher efficacy should be conducted.  Including 
additional participants from various schools communities and backgrounds would serve to obtain 
further information regarding teacher efficacy.  Moreover, participant follow-up could inform 
research on teacher retention; specifically if teacher participants remained in their professions, 
shifted to a different education profession, or left education altogether as part of teacher efficacy.    
 The transition from teacher education student to beginning teacher is a challenging period 
where conflicts between new teacher beliefs and the reality of teaching are prevalent.  It is during 
this vital career stage, when new teachers are constructing their sense of professional self and 
beliefs about teaching, that they are most vulnerable and prone to leave the teaching profession.   
Teacher efficacy is a high priority for teacher preparation programs, school districts and new 
teachers, given that many new teachers feel they lack the confidence and competence to be 
effective teachers.  Furthermore, our educational system is at a critically low level of retaining 
new teachers.  Thus, there has to be a collective effort on the part of universities and school 
systems to provide and maintain effective support systems for new teachers to enhance their 
efficacy.  These support systems start at the preservice level and extend well beyond the first few 
years of teaching.    
 All too often beginning teachers begin their careers with enthusiasm and a creative mind 
only to find they cannot implement the creative strategies they were taught.  As they become 
involved in their own classrooms, they find that they do not have the autonomy to do their jobs.  
Furthermore, they easily can be isolated if they do not have the support needed to face the 
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challenges of working with students, parents, and colleagues.  Participating in the program 
sessions boosted confidence as beginning early childhood and elementary teachers had the 
opportunity to share their teaching challenges with peers in a space where they were respected 
and their opinions were heard and valued.  As thoughts were validated, teachers felt a sense of 
self-worth and competence.  Additionally, teachers felt empowered as they provided problem-
solving strategies, empathy, and encouragement.  Even though many beginning teachers have 
low teacher efficacy, results indicate that schools have the power to raise teacher efficacy by 
ensuring beginning teachers receive adequate support and have autonomy in an atmosphere of 
trust and respect.  The ultimate goal is teacher retention, however, for new teachers, it is the shift 
from novice to effective teachers with an empowered sense of teacher efficacy that will 
ultimately make a difference in teaching effectiveness and positive student outcomes. 
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APPENDIX A: PARTICIPANT DEMOGRAPHIC INFORMATION 
 
Pseudonym Year/Sessions attended Program Grade School 
Khloe Y1S2, Y1S3, Y2S1, Y2S2, 
Y2S3, Y3S1, Y3S2, Y3S3, 
Y3S4 
MAT K-5 ESL Yellow Elementary 
(public,urban) 
Carrie Y1S1, Y1S2, Y1S3 CDFS PreK (More at 
Four)  
Mann’s Baptist (public 
school in private setting) 
Kathryn Y1S1, Y1S2, Y2S1, Y2S2, 
Y2S3, Y2S4, Y3S1, Y3S2, 
Y3S3, Y3S4 
Elem Ed         K-1; 1 (school 
change after 
first session) 
Heights Elem; Purple 
Elem (public,urban; 
public,rural) 
Natalie Y1S2, Y1S3  Elem Ed K Blue Elementary 
(public,suburban) 
Tara Y1S1, Y1S2, Y1S3 CDFS PreK-K Jar Elementary (rural) 
Taylor Y1S1, Y1S2 CDFS K Farm Elementary 
(public,suburban) 
Kristen Y1S1, Y1S2, Y1S3 CDFS Early 
Learning 
Coordinator 
(PreK 
literacy) 
KP Partnership 
Rachel Y1S1, Y1S2 Elem Ed 2 Collins Elementary 
(public,suburban) 
Brooke Y1S1, Y1S2, Y1S3 Elem Ed 4 Red Elementary 
Amya Y1S2 MEDX 
K-12 
K-3 Reading 
Specialist; 5 
Math 
Heights Elementary 
(public,urban) 
Paige Y1S1, Y1S2, Y1S3 MEDX 
K-12 
K-5 
Technology 
McGregor Elementary 
Wendy           Y1S2 Elem Ed 2 Stations Elementary 
Irene Y2S1, Y2S2, Y2S3, Y2S4, 
Y3S1 
CDFS 1; K Bird Elementary; Creek 
Elementary 
Emma Y2S1, Y2S2, Y3S2, Y3S3 Elem Ed 2 Purple Elementary 
(public,rural) 
Heather Y2S1, Y2S2, Y2S3, Y2S4, 
Y3S1, Y3S2, Y3S3, Y3S4 
Elem Ed 4 Mountain Elementary 
(public, suburban) 
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School system 
Graduation 
year/Year 
teaching 
Race/ 
Ethnicity Gender Students in classroom 
Harperville 2007/3 White F 60T  5-10 plans 
Tyler 2009/1 White F 9M   9F   18T    1 plan 
Harperville; 
Manoa 
2009/1 White F 10M  15F  25T   15 1st gr  10 K          
1 plan; 8M  11F  19T  2 plans 
Harperville 2007/3 White F 12M  11F  23T   0 plans 
Jar 2008/2 Black F 9M   8F   17T    0 plans 
Apple 2007/3 White F 12M   10F   22T    0 plans 
Miller 2009/1 White F   
Ridgeview 2009/1 Black F 11M   11F   22T   2 plans 
Apple 2007/3 White F 12M   13F   25T   3 plans 
Harperville 2008/11 Black F 96T   3 referrals 
Ridgeview 2009/34 Black F 201M   234F   435T 
Manoa 2007/3 White F 9M   9F   18T   2 plans 
Burrow; Apple 2010/1   F 9M   11F   20T   2 plans; 24T   0 plans 
Manoa 2010/1   F 9M  11F   20T   0 plans 
Apple 2009/1 (Dec 
Graduate) 
  F 12M   13F   25T   1 plan 
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Classroom diversity 
Students in 
school School diversity 
Support 
level (1-5, 5 
very high) 
serves mostly spanish speaking 
students 
617T 7% Cauc; 40% Hisp; 47% Afr 
Am; 74% F/R lunch 
1 
low income; large Afr Am pop 80T middle to upper class Cauc 2 
19 racially diverse (all F/R lunch); 
most low SES 
650T; 
small 
Cannot approximate b/c new 
school; 52% F/R lunch; 40% Afr 
Am; 40% Cauc 
2.5; 4 
7 ELL Hisp; 4 Afr Am; 11 Cauc; 1 
multi 
870T 35% F/R lunch; high Cauc & Afr 
Am pop 
4 
5 racially diverse; low SES 450T Title I; low SES; 85% Cauc; 7% 
Hisp; 7% Afr Am 
3 
not very racially diverse; low to 
middle income 
775T some racial diversity; low pop of 
F/R lunch; ELL 
4 
        
5 racially diverse; majority upper-
middle class 
  majority Cauc; wide range 
economic 
5 
10 racially diverse; majority upper 
middle class 
671T 306 Cauc; 180 Afr Am; 131 Hisp; 
18 Asian 
4 
majority Afr Am and ESL 500T majority Afr Am 4 
very diverse economically; high 
Asian pop 
201M  
234F  435T 
very diverse economically; high 
Asian pop 
  
all white 400T mostly white; very few on F/R 
lunch 
4 
majority Afr Am, 5 bi-racial, 6 
Hisp, 1 Cauc; low income-almost 
all F/R lunch; Mostly Afr Am and 
Hisp; low SES-majority F/R lunch 
389T; 920 
T 
66% Afr Am, 28% Hisp, 6% 
Cauc; Mostly Afr Am and low 
SES 
3 
5 Afr Am, 7 Hisp, 1 Asian, 7 Cauc 450T Title I, most F/R lunch 5 
Very diverse ethnicity, 
middle/upper class 
970T 57% Cauc, 23% Asian, 15% Afr 
Am, 5% Hisp; wealthy area, 
students are bussed 
4 
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Kimberly Y2S1, Y2S2, Y2S3, 
Y2S4; Y3S1, Y3S2, 
Y3S4 
Elem Ed K; 1 Purple Elementary 
(public,rural) 
Tori Y2S1 Elem Ed 3 Wuthering Elementary 
Deborah Y2S1, Y2S2, Y2S3, 
Y2S4 
Elem Ed 1 Bellview Elementary 
Alice Y2S1 Elem Ed 4 Fountain Elementary 
Kourtney Y3S1, Y3S3 CDFS PreK Penny Elementary 
(public,rural) 
Tally Y3S1, Y3S2 Elem Ed 1 Trout Elementary 
(public) 
Jasmine Y3S1, Y3S2, Y3S3, 
Y3S4 
Elem Ed 4 King Elementary 
(public,urban) 
Avery Y3S1, Y3S2, Y3S3, 
Y3S4 
Elem Ed 2 Trout Elementary 
(public,suburban) 
London Y3S1, Y3S2, Y3S3, 
Y3S4 
Elem Ed K Morgan Elementary 
(public,suburban) 
Grayson Y3S1, Y3S2, Y3S3, 
Y3S4 
Elem Ed 4 Purple Elementary 
(public,rural) 
Madeline Y3S1, Y3S2, Y3S3, 
Y3S4 
Elem Ed 1 Rock Elementary 
Violet Y3S1, Y3S2, Y3S3, 
Y3S4 
Elem Ed 2 Trout Elementary 
(public suburban) 
Anna Y3S2 CDFS 1,2,3 Gates Montessori 
(public, urban, Title I) 
Riley Y3S1, Y3S3 MEDX K-
12 
5 Creek Elementary 
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Manoa 2009/2 White F 10M   10F   20T   4 plans; 19T   4 
plans 
Ridgeview 2009/2   F 12M   12F   24T   6 plans 
Bud 2009/2   F 10M   12F   23T   2 plans 
Harperville 2010/1   F 12M   13F   25M   4 plans 
Apple 2011/1   F 18T   0 plans 
Manoa 2011/1   F 21T   0 plans 
Harperville 2008/4 
(Teaching 
Fellow) 
  F 24T   5 plans 
Manoa 2011/1   F 22T   2 plans 
Tyler 2009/3   F 19T   0 plans 
Manoa 2011/1   M 23T   5 or 6 plans 
Grey 2011/1   F 20T   1 plan 
Manoa 2010/2   F 22T   5 plans 
Harperville 2007/5   F 25T   2 plans 
Apple 2010/6   F 50T   11 plans 
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60% F/R lunch, 15% Hisp, 35% Afr Am, 
45% Cauc, 5% Asian; 59% F/R lunch; 1 
Asian, 3 Hisp, 1 multiracial, 8 Afr Am, 6 
Cauc 
480T; 
400T 
60% F&R lunch, 15% Hisp, 35% Afr Am, 
45% Cauc, 5% Asian; 40% Afr Am, 40% 
Cauc, 15% Hisp, 5% Other, 59% F/R lunch 
4; 3 
very diverse; Korean, Japanese, Hisp, 
Chinese, Afr Am, Greek Am, 2 F/R 
lunch 
500T majority Cauc or Asian, 17% F/R lunch    
74% F/R lunch; 35% Afr Am, 22% Hisp, 
30% Cauc, 13% Other 
650T 78% F/R lunch; 36% Afr Am, 34% Cauc, 
27% Hisp, 2% Asian 
4 
very diverse ethnically (7 languages 
spoken in classroom) and economically 
530T Urban, very diverse 3 
1 Cauc; 12 Afr Am; 1 Asian; 4 Hisp; 
13/18 F/R lunch 
700T Mostly Afr Am; Hisp 80% F/R lunch 3 
Diverse; 12 Cauc, Afr Am, Hisp, Mixed, 
Asian 
600-
650T 
Diverse; 12 Cauc, Afr Am, Hisp, Mixed, 
Asian 
5 
8 Hisp; 8 Afr Am; 7 Cauc; 1 Middle 
Eastern; 50% F/R lunch 
700T Title I; split evenly Cauc, Afr Am, Hisp; 
54% F/R lunch 
3 
15 Cauc; 6 Hisp; 1 Afr Am; economic 
diversity 
600T Fair amount of diversity; Hisp population 
growing; feeder neighborhood of affluent 
Cauc families 
5 
Some middle class and Cauc; Some Hisp; 
2 Afr Am; 1 Taiwanese; several multi-
racial 
600T Fairly evenly divided between Cauc, Afr 
Am, and Hisp 
4 
16 Cauc; 2 multi-racial, 3 Afr Am, 2 
Hisp 
  58% F/R lunch; 50-60% Cauc; 20% Hisp; 
20-30% Afr Am 
3 
Very diverse; few Cauc, many biracial, 
many Afr Am.  Several F/R lunch 
689T Majority military population; very 
transient; 30% student turnover; many 
students on F/R lunch (Title I) 
4 
1 Afr Am, 1 Mixed Race; several F/R 
lunch; live in houses; 1 working parent 
650T 40% F/R lunch; many others wealthy and 
college educated 
3 
3 Hisp both poverty level and middle 
class; all else middle and upper middle 
class 
334T Majority Cauc; 45% Hisp, below 30% Afr 
Am 
3 
  930T high needs, over 90% F/R lunch 2 
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APPENDIX B: IRB CONSENT FOR STUDY #10-0662 
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APPENDIX C: CONSENT FOR AUDIOTAPING FOCUS GROUP DISCUSSIONS 
 
Seminar 
(corresponding date)  
 
 With your permission, we would like to audiotape the focus group seminar sessions today 
in order to have an accurate and complete record of your responses.  You can participate in the 
focus group seminar without having your responses transcribed.  Responses will remain 
anonymous on the transcriptions of these tapes, i.e., your name will not correspond with your 
responses.  Focus group seminar tapes will be erased after the completion of the transcription of 
this seminar.  The recorded focus group and transcripts will only be reviewed by School of 
Education faculty and research assistants.   
 
 If you have questions or concerns about the taping of this focus group seminar and its 
purposes, or would like to discuss this further, please feel free to contact the faculty person 
below.   
 
(name) 
(title) 
(address) 
(email) 
(telephone) 
 
Thank you for your consideration! 
 
 
_________Yes, I agree to have my comments transcribed 
 
_________No, I would like my comments omitted from any transcription 
 
 
 
__________________________________________ 
Signature 
 
 
_____________________ 
Date 
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APPENDIX D: SAMPLE CASE STUDY DILEMMAS 
 
Summaries 
Wasserman, Case Study 3.1, Grade 1 
Marilyn Ziti has just accepted her first teaching position straight out of college.  She has been 
assigned to a first grade classroom already three weeks into the new school year.  However, her 
expectations fall short when she finds she cannot control her students as disruptive behaviors 
emerge. 
 
Wasserman, Case Study 4.4, Grade 5 
Barry is a gentle and courteous boy who is the target of jokes and put-downs as he struggles with 
reading and is considered a math failure.  His new teacher wants to see him succeed and tries 
whatever she can to help him out, including using primary math manipulatives for hands-on 
math learning.  Still unsuccessful and not knowing what else to do to help him, his teacher 
resorts to something highly unethical. 
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APPENDIX E: DILEMMA OF PRACTICE PLANNING SHEET 
 
Dilemma of Practice Planning Sheet 
The Seminars will provide a time and space for teachers to engage in conversation with 
one another about their teaching.  Your experiences are central to these conversations.  
Each of you will have an opportunity to share what we’re calling a dilemma of practice.  
Dilemmas are your concerns about particular aspects of your educational practice about 
which you would like support and feedback.  Examples of dilemmas might include: 
teaching English Language Learners to read; working with a student with autism who has 
been mainstreamed into your classroom; trying to initiate a curricular change; a conflict 
with a parent who believes his child’s learning issues are your fault.  Please read the 
attached case studies as they will provide you with some examples of what a dilemma of 
practice might entail.  Then consider your own dilemma of practice.  We don’t expect a 
written product but please come prepared with notes on your dilemma of practice.  The 
questions below serve as a guide. 
 
 
1) What is the dilemma?  Your dilemma should include as many specifics as possible 
(again, refer to attached cases).  Consider too the multiple ways of viewing this dilemma.  
In other words, how might it be seen from the student’s perspective? The parent’s 
perspective? Etc. 
 
 
 
 
 
 
2) Why is the dilemma important to you? 
 
 
 
 
 
 
3) What questions might help colleagues better assist you as they consider this dilemma 
with you? 
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APPENDIX F: PARTICIPANT FEEDBACK FORM 
 
Session Debrief 
 
Thank you for your participation today!  Please take time to answer these debriefing questions 
and turn this into us today as it will help us plan for next time.  We look forward to seeing you in 
April and encourage you to contact us in the meantime as you want!  Please travel safely.    
 
 
 
1) What was useful about today’s session in terms of supporting you as a teacher?   
 
 
 
 
2) If you shared a dilemma of practice, what was that experience like for you?  Did you gain 
new insight into the dilemma?  Did the discussion about the dilemma help you in any 
way?  Do you anticipate the discussion will influence your teaching practice or anything 
else (e.g. perceptions of parents, a student…)?  Please explain. 
 
 
 
 
3) If you participated in discussing a colleague’s dilemma of practice, what was the 
experience like for you?  Did the experience prompt you to consider anything about your 
own practice/school/etc.?  If so, what? 
 
 
 
 
4) As you consider our next session, what has today’s conversation prompted you to think 
about how you might present your (next) dilemma of practice?  Has it prompted you to 
consider the type of dilemma you might share or even those you would not share?  Please 
explain. 
 
 
 
 
5) What was challenging about today’s session?  Please refer to the structure of the day as 
well as the small group conversations.  
 
 
 
 
6) What would you suggest we do differently next time we meet? 
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APPENDIX G: IRB APPROVAL LETTER FOR STUDY #13-1896 
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